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The human factor and the development of a second language Abstract
The focus of this study is to investigate how motivation, language learning 
strategies, and transfer of first language (L1) knowledge of grammar influence the 
learner’s second language proficiency level. The study was done in a Thames 
Valley University undergraduate Spanish beginners course (n = 96). The central 
question on which the research is based can be given as:
“What student characteristics have the potentiai to infiuence the uitimate 
/eve/ o f Spanish ianguage achievement in particuiar in integrated ciasses 
o f fuii time undergraduate (FTU) students and part time associated (PTA) 
students?
This exploratory ex post facto study in social science is approached in a linguistic 
and educational ontology. The analysis of variance AN OVA was carried out to find 
the differences in the mean scores between the dependent variables across groups 
and gender. In addition, a Pearson product moment correlation was employed to 
find the relationship between L1 knowledge of grammar and an achievement test. A 
multiple regression analysis was used to investigate the relationship between the 
total scores in Spanish and the dependent variable, using a Part correlation to see 
the shared variance of these variables.
The results show that there are only statistically significant differences in the mean 
scores between the full time undergraduate group and the part time associated 
group in relation to motivation, language learning strategies (LLS) and L1 
knowledge of grammar. On the contrary, no significant differences were found 
between interaction with gender and groups. The results show high correlation 
among the dependent variable and the tests. However, there is no statistical 
significance among the tests for the FTU or the PTA groups. The results show 
statistical significant correlation among the total scores in Spanish and the L1 
knowledge of grammar, Cognitive-LLS (C-LLS), and integrative motivation for the 
FTU; and L1 knowledge of grammar and C-LLS for the PTA
It was concluded that the PTA group achieve a higher proficiency level than the 
FTU group after the same period of time learning Spanish. In addition, L1 
knowledge of grammar has a strong influence on L2 proficiency level. Integrative 
motivation and metacognitive LLS (M-LLS) enhances second language (L2) 
proficiency level.
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G l o s s a r y
Literature Glossary and Concepts
Accuracy The correct use cf the language in all details.
Achievement Amount and quality cf knowledge, (in grammar, vocabulary, 
pronunciation, comprehension as well as fluency and 
accuracy) that the participants have after a period of 
teaching time learning the language.
Acquisition The subconscious process in which we learn a language.
Adjective Lexical category which describe or say something about the 
nouns (e.g. the mother was scared)
Adverb Is a part of speech that normally serves to modify verbs, 
adjectives, other adverbs and sentences. Adverbs answer 
such questions as how?, when?, where?, in what way?, or 
how often?.
Aphasia Is in general the impairment of the ability to use language, 
particularly grammar and vocabulary, usually caused by 
some form of damage to the brain, sometimes accompanied 
by other forms of impairment, consisting of types such a 
Broca’s aphasia.
Borrowing The use of linguistic material from one language when 
speaking or writing another.
Brocas’s aphasia A type of aphasia characterised by loss of ability to produce 
but not to comprehend speech, associated with injury to 
Broca’s area in the front left hemisphere of the brain.
Code mixing The use of elements or structures from two or more 
languages in the same utterance.
(e.g. Estoy printeando)
Code-switching Rapid shifting from one language to another in a 
bilingual/diglossic community.
(e.g. Estoy busy)
Comprehension The ability to understand either by reading or listening to the 
language.
Communicative methods Those methods that enable the learner to use the target
language for communicative purposes and communicate 
different aspect of the language learning.
Contrastive analysis Comparison of two languages at phonological, grammatical, 
lexical and cultural levels.
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Direct method Language teaching mainly through conversation, sometimes 
carefully arranged, but without explicit statement of 
grammatical rules or the use of the mother tongue.
Error A systematic deviation made by learners who have not yet 
mastered the rules of the L2. They cannot self-correct.
First Language The learner’s native language or mother tongue, L1.
Fiuency The articulate and natural manner of speaking, reading or 
writing the language.
Foreign Language A language not used by residents of the country or 
community in which that langue is being learned.
Fossilization Second language development in some area(s) cease 
despite ongoing exposure to, and interaction in, second 
language.
Gender Socially defined categories of male and female based on 
human biological differences.
Grammar Whole system and structure of the language in general, 
taken as consisting of syntax, (the arrangement of words 
and phrases to create well-formed sentences), and 
morphology (the study of forms of words)
Group Learning Styles Learning takes place in company of other learners.
Immersion Teaching Teaching the whole curriculum through the second 
language.
Individual Learning Styles Learning takes place in isolation.
Input The language utterances the learner is actually exposed.
Interference The effects that the knowledge of one language has on the 
attempts to produce or understand another.
Interlanguage The systematic aspects of non-native speakers L2 
performance, pertaining to non-native language systems.
Interlingual Error Error caused by learner’s native language.
Intralingua The result of processes based on the learner’s existing 
knowledge of the L2 or luck of knowledge -conjugate a new 
irregular verb in a regular form.
Intralingual Error Error resulting from partial or faulty learning of target 
language. Overgeneralisation.
Language Learning The conscious study of a second language.
Learning Skills These are four (writing, reading, listening and speaking) and 
they are required to learn another language.
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Learning Styles Different learning preferences that the learner has, either 
individual or in groups and interaction.
Linguistic Competence Grammar accuracy
Mistake A random performance slip caused by fatigue, excitement, 
etc. They can self-correct.
Morphology The study of the meaning units in a language (morphemes)
Noun A word (or group of words) that is the name of a person, a 
place, a thing or activity or a quality or idea; nouns can be 
used as the subject or object of a verb.
Performance Chomskyan term to indicate actual instance of written or 
spoken language
Phonology The study of the sound patterns of a language.
Pragmatic The general study of how context affects the user’s 
interpretation of language.
Preposition A word employed to connect a noun or a pronoun, usually 
place before the word with which it is phrased. It establishes 
a relationship between what I called its object (usually a 
noun phrase), and some other part of the sentence, (e.g. the 
car is in the garage.)
Pronoun A word that substitute that usually takes the place of a noun 
such as “I”, “he”, “she”, “it”, “we” and so on.
Pronunciation The sounds that the learner gives to an individual letter, 
word, sentence or full statement.
Psychotypology The learner’s linguistic perception of the distance between 
their first language and the target language.
Second Language The language the learner is acquiring, L2.
Semantic The study of meanings of individual words and/or language 
units such as phrases of sentences.
Syntax The study of the sentence patters of a language and rules 
that govern the correctness of a sentence.
Target Language The language being learned or taught.
Transfer Item and structures carried over into the target language 
from another language known to the learner as manifested 
in L2 performance and/or in L2 knowledge.
Verbs Word used to describe an action, state, or occurrence.
Vocabulary Body of words used in the language with an explanation of 
their meanings.
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In t r o d u c t io n
Introduction
The students’ proficiency level and their rate of acquisition are determined by 
individual learner differences such as motivation, language learning strategies 
and L1 transfer among many other factors, (Ellis, 1994). Many people start 
learning languages at one or several stages on their live. However, a great 
majority fail to achieve a high proficiency level that enables them to use the 
language confidentially and with competence. Therefore, with this study, we seek 
to find out the students characteristics that have the potential to influence the 
ultimate level of Spanish language in particular in those classes where there are 
students with a mix of learning objectives.
Some people learn for their intrinsic motivation (satisfaction of learning), while 
others do it by their extrinsic motivation (e.g. external reward of getting good 
grades in exams). Different people have different learning strategies preferences, 
(e.g. cognitive -memorising, or metacognitive -managing learning). On the other 
side, some people use of patterns from the first language (LI) into the second 
language (L2). In cases where the target language is different from the LI, the 
result is of interference or negative transfer. In cases where the patterns of the 
LI and the target language are similar the result is of positive transfer. However, 
this will be explained with more details in the following chapter.
This chapter is divided into different sections:
1. Situational background,
2. Thames Valley University (TVU) language education background,
3. Purpose of the study -aims,
4. Intention of the study -objectives,
5. Focus of the study,
6. Relationship among variables.
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7. Second language acquisition background,
8. Definition of terms,
9. Outline of the thesis, and
10. Conclusion.
Situational Background
The increasingly international nature of business, the enlargement of the 
European Community and the developments in communications technology are 
some of the more obvious factors driving the need to communicate with 
international partners. They also explain the growing importance attached by 
many employers to foreign language competence and cross-cultural knowledge 
(The Skills and Enterprise Network, 1998).
Within this context, the ability to speak one or several foreign languages can 
therefore significantly enhance graduates’ employability. This is all the more 
important, given the increasingly competitive graduate labour market -due in part 
to a changing economic climate but also to widening participation in Higher 
Education. Foreign languages competence is thus a specialist skill that can help 
graduates to stand out from the competition (Hawkins, 1999).
Learning a language is essentially different from learning many other subjects 
where students require memorizing and applying factual information. Certainly 
there is a body of knowledge to be acquired about language -facts about 
grammar, vocabulary and pronunciation- and there is a place for conscious 
learning. However, acquiring this knowledge is only part of what a successful 
language learner does.
Language learning is also concerned with becoming proficient in certain skills, 
which are preferred through practice, it is common to think of there are four 
language skills: listening, reading, speaking and writing. They are often grouped 
in pairs under the headings receptive (listening and reading) and productive 
(speaking and writing). When the productive skills are being practiced the main
EdD 3 September 2004
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focus at any one time may be on getting things right (accuracy) or on getting the 
meaning across (fluency). However, there is also the importance of set skills to 
develop when learning a foreign language. There are concerned with ‘learning 
how to learn’.
Another important consideration is the different ways people have to learn a 
language. Some people learn by analysing and memorizing while others pick up 
the language almost unconsciously. Due to this and the different type of students 
in Thames Valley University (TVU), in the classroom different types of practice 
activities and methodology have to take place to help different individual 
students: some benefit from repetition exercises while other respond better to 
more creative on challenging tasks.
Methodology, according to Strevens, (1977c: 145-163), would seem to be the 
most obviously central element, embracing as it does the whole range of 
presentational technique, learning/teaching instructional procedures. One of the 
methodologies consists of the techniques and procedures chosen deliberately to 
promote learning. The other one concerns relationships between learner and 
teacher, and especially those activities on the part of the teacher, which are 
calculated to influence and improve the learner’s attitudes toward learning and 
toward the teacher. Whatever approach is taken it is important to maintain high 
student motivation as most effective learning takes place when motivation is high 
and the teacher takes into account how the students like to learn, (Richards and 
Roger, 1986:20).
The students’ goals in TVU are their academic success (undergraduate full time 
students), and social survival needs in Spanish speaking countries (associated 
part time students). According to Mershal (1997:87) the main objective in 
learning a foreign language is to allow for personal growth and enrichment. Both 
of these quite general statements might lead policy makers towards different 
types of decisions. The first strongly emphasizes the need for communication, 
while the second emphasizes individual choice and achievement.
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TVU Languages Educational Background
TVU has many years of experience in developing such foreign language skills. 
Since the 1960’s, then, Ealing College has had a strong national and 
international reputation in Languages, with special emphasis on applying 
languages in a vocational context. In the late 1980’s, the current team of linguists 
introduced the ‘Languages for Business’ programme, designed to meet the 
needs of Tourism, Hospitality, Leisure, Business and Media students.
During the 1990’s, the ‘New Learning Environment’ imposed constraints across 
the whole university curriculum. The reduction to six modules per year restricted 
choice and languages were especially hard hit, due to the shortage of students 
willing to devote a third of their leaning to language study. The ‘Languages at 
Work’ programme was developed in 1999 as an attempt to offer a vocational 
language minor pathway capable of operating within these constraints.
Having offered the minor pathway for three years, TVU has reviewed the existing 
provision. This new provision, implemented as a pilot on October 2003, aimed to 
respond to recent curriculum developments across the University, to reflect 
feedback from students and employers as well as issues affecting languages 
across the country.
The aim of TVU, in relation to languages, is to offer courses relevant to the future 
career of the students in TVU. Therefore the content is closely linked to the 
vocational studies offered in this university, in particular the areas of tourism, 
hospitality, media and business. Also, an increasing number of employers 
consider linguistic skills very important. Travel, tourism and hospitality 
companies, media industries, and business in general require employees who 
are able to communicate with foreign clients in their languages.
In order to give students the opportunity to communicate with each other in the 
foreign language from the very beginning of the course the communicative 
methods is used. This helps to develop linguistic competence at an early stage. 
The situational-based learning enables students to transfer and apply their
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linguistic skills in a variety of situations. The task-based learning enables 
students to use the language through practice and interaction, using tasks and 
activities to encourage learners to use the language communicatively in order to 
achieve a purpose. Besides, a policy of continuous assessment has been 
adopted to maintain motivation among students and ensure steady progress.
The different nationalities, ethnic origin and cultures, different age groups and 
academic background of the students create a stimulating and exciting learning 
environment. The majority of students are interested in learning languages as an 
added skill and not as a very large part of their degree. However, the languages 
minor has been retained for students who want to make languages a significant 
component of their studies. Now, since October 2003, Associate Students benefit 
from a more accessible and relaxed course, which has influenced their 
motivation to learn and the continuity from one semester to another.
The new innovation provides TVU with the opportunity for greater flexibility in the 
language provision. This offers a language provision that is not only closer to the 
students’ needs but also accessible without being too cumbersome. Furthermore, 
it provides the opportunity of an increase in numbers both from the local 
community and within the TVU students’ body that already exists. However, the 
high credit value of language modules (100 learning hours, 10 credits) makes it 
very demanding for many students, in particular Associate students from the 
local community and TVU students who study a language as an extra to their full 
time studies.
The Institution Wide Language Provision (IWLP) is accessible to the whole range 
of students and allows them to study languages as a minor module, as an 
optional extra in their degree and as an Associate student who does not study 
any other module in the university. Also, it offers general language modules, 
which are interesting and relevant to the wide range of students while retaining 
the work content in order to motivate students and prepare them better for 
employment.
Assessment is part of the learning process. This evaluates the students’ learning 
process and helps the students to develop better those aspects of the language
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that need improvement. The programme relies on the support of the Language 
Centre for effective independent language learning activities.
Therefore, one of the reasons to choose this institution is because it provides two 
different types of students in the same class (full time undergraduate and part 
time associate), which is exemplar of the condition in institutions having mixed 
languages classes. Consequently, TVU is a representative institution, as many 
further and higher education institutions provide languages to mix groups of full 
and part time students learning languages in the same class. One of these 
institutions is Stanmore College, with mixed groups of part time associated 
students and full time General Certificate of Secondary Education (GCSE) and 
National Vocational Qualifications (NVQ) students. In addition, Leeds University 
and University of Nottingham are other exemplar institutions, which provide 
languages to mix groups with associated students who only study a foreign 
language, and undergraduate students who take languages as a module part of 
the degree.
Having seen the situational background on languages in TVU, it would be also 
very relevant to see the background in second language acquisition and the 
definition of some terms on second language learning. However, first of all, we 
are going to see the aims and objectives of this study.
Purpose of the Study (Aims)
Many studies that investigate motivation, language learning strategies and 
transferable knowledge, from the first language (L1) to the second language 
(L2), separately have been carried out as indicated by the literature. However, 
despite extensive searches, no published report on a study that investigates the 
relationship among these three factors was found. While many discussions about 
learning a second language focus on teaching methodology, less emphasis is 
given to the contextual factors such as motivation, language learning strategies 
and transfer of L1 knowledge of grammar and their influence on students’ 
second language achievement level.
EdD 7 September 2004
The human factor and the development of a second language Chapter 1
The purpose of this study was therefore to investigate how motivation influences 
the learners’ achievement level of Spanish as a foreign language; also it aimed 
to see if the strength of integrative motivation (own interest to integrate in the 
target language community) influences the second language achievement. It 
was also one of the purposes of the study to investigate how languages learning 
strategies (LLS) influence the learners’ target language achievement level, and if 
the strength of cognitive language learning strategies (involvement of mental 
activities) influences the second language achievement. Besides, this study also 
tends to investigate how L1 knowledge of grammar influences the target 
language achievement level.
Intention of the Study (Objectives)
By the end of this investigation, the aim was to contribute interesting insights, not 
only for the research community but also to have utility and application for 
teachers and learners. It is hoped, that this study will give language teachers 
valuable information on how students can process information, plan and select 
the most suitable strategies to understand, receive and produce Spanish as a 
foreign language.
As a result, teachers would be able to help their students become better 
language learners by training them in using the appropriate strategies. The 
results of the study would contribute to this field by giving information on the 
strategies that learners of Spanish use and how they use them to understand 
information.
The results of this study could be helpful to design better courses. It would be 
useful to educators responsible for planning course work that would be designed 
to better fit with the student’s learning methods and motivational traits. Further, 
administrators can implement appropriate programs to improve students learning 
skills particularly for students with low motivation.
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There are, of course, important pedagogical implications for such findings. The 
results may be also important in filling the gap in knowledge about the 
relationship among motivation, language learning strategies and transfer of L1 
knowledge of grammar, and the final achievement level of Spanish as a foreign 
language. For example, the identification of a relationship between strategy 
preference, motivation and the use of the L1 grammar into the L2 may have 
important implications for the development of teaching strategies and for training 
learners in strategy use.
The results would also be valuable in that it might help students undertaking 
language teacher training, a degree on how different people learn as well as 
provide with some practical experience, not only in the use of social research 
methods, but on a topic of relevance to their programme.
The Focus of this Study
The focus of this study is to investigate how motivation, language learning 
strategies, and transfer of L1 knowledge of grammar influence the learner’s 
second language achievement level. The central general question on which the 
research is based can be given as:
“What student characteristics have the potential to influence the 
ultimate level of Spanish language achievement In particular In 
Integrated classes of full time undergraduate students and part 
time associated students?
According to Ellis (1994), many people find languages too difficult to learn. They 
differ in the ultimate level of proficiency they reach, and most of them fail to reach 
target-language competence. The ways in which learners differ are potentially 
infinite as they reflect the whole range of variables relating to the cognitive, 
affective, and social aspects of a human being. The factors can be divided into 
those that are fixed and immutable (e.g. gender), and those that are variable, 
(e.g. motivation) influenced by social setting and by the actual course of L2
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development. This distinction is, perhaps, best viewed as a continuum with 
specific factors treated as more or less immutable/mutable.
Motivation has been recognised as one of the most important factors influencing 
L2 acquisition success. It is one of the factors that vary and can change along 
the period of the learning process. Due mainly to external factors and different 
circumstances in life, the student’ motivation can change the strength and desire 
of learning. According to Ellis (1994), motivation can be ‘causative’, which is the 
case when motivation affects learning. It also can be ‘resultative’. In this case, 
learning influences motivation. In other words, if the learning process is 
satisfactory, the learner gets motivated resulting in successful learning.
Motivation has been classified into two different types -intrinsic and extrinsic 
motivation. Intrinsic motivation (behavioural, needs) is originated by the learner 
having personal interest on doing something and helping to set their goals. On 
the contrary, extrinsic motivation (humanistic and cognitive) derives from an 
anticipation of rewards such as awards or fear of punishment. Talking about 
second language learning motivation has been classified according to Gardner’s 
socio-educational model as integrative and instrumental. These terms were 
introduced by Gardner and Lambert in 1959. Integrative motivation is closely 
related to intrinsic motivation. It is characterised by the learner’s desire to 
integrate into the target community. Instrumental motivation refers to more 
functional reasons for language learning, the learner expects to have some 
advantages and get a reward.
Motivation is one of the key factors that have an impact on the success of the 
second language proficiency. According to Gardner (1985) the main 
determinants of motivation are the learner’s attitudes to the target language 
community and their need to learn the L2. Motivation can affect the learner’s 
continuation in learning the L2, their participation in the class, and achievement, 
among others. Therefore, how does motivation influence the ultimate level of 
target second language achievement?
Learning strategies are ‘conscious’ or ‘potentially conscious’ (Ellis, 1994). 
According to Weinstein and Mayer (1986:315) learning strategies are
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“behaviours and thought that a leaner engages in during learning, which are 
intended to influence the learner’s encoding process”. They represent the 
learner’s deliberate attempts to learn. Oxford (1989) defines them as ‘behaviours 
or actions which learners use to make language learning more successful, self­
directed and enjoyable’. However, in foreign and second language learning we 
talk about language learning strategies (LLS). These are, according to Oxford 
(1993:18), specific actions, behaviours, steps, or techniques that, intentionally, 
students use to improve their progress in developing L2 skills. The ambiguity of 
this and other definitions points to a major problem in this area of SLA research -  
how to identify, describe, and classify the ‘behaviours and actions’ that constitute 
learners’ attempts to learn. Nevertheless, the study of learner strategies has 
been one of the main areas of growth in SLA research (O’Malley and Chamot, 
1989 and Oxford, 1990).
LLS can be classified into two main different categories, -cognitive and 
metacognitive. Cognitive LLS involves mental activities, which students may use 
to acquire, retain and retrieve different kinds of knowledge and performance. 
Metacognitive LLS involves strategies used in preparation previously to learning 
such as planning and managing learning, (Rygney 1978:165). Therefore, usually 
metacognitive LLS occur before cognitive activities. Several studies, such as 
those from Naiman, Frohlich, Stern and Todesco (1978), and Politze and 
McGroarty (1985) have tried to identify which LLS are the most used by 
successful students. These will be considered in Chapter 2. Therefore, how does 
LLS influence the ultimate level of target second language achievement?
LI transfer usually refers to the incorporation of features of the LI into the 
knowledge systems of the L2. In cases where the patterns of the LI and the 
target language are similar positive transfer would occur. On the contrary, when 
the patterns of the L2 differ from the LI interference or negative transfer would 
occur.
Transfer is also used when there are some communication problems, which 
Corder, (1983) called communication transfer. One of the examples is in the case 
where the LI and L2 are used in the same sentence and is called code mixing. 
Another example is the alternative use of the LI and the L2 within discourse, and
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it is called code-switching. Thus the L1 could both impede and facilitate the 
acquisition of the L2.
Lado (1957) was one of the first movers of Contrastive Analysis (CA), whose 
origin was pedagogic. He stated, “The teacher who has made a comparison of 
the foreign language with the native language of the students will know better 
what the real problems are and can provide for teaching them”. Therefore, in 
order to try to predict when interference would take place CA of the native and 
target languages was carried out.
Late in the 60’s however, the psychological rationale of the contrastive analysis 
took the form of Contrastive Analysis Hypothesis (CAN), which was investigated 
empirically. It claimed that L2 errors could be predicted by identifying the 
differences between the target language and the learner’s first language. The 
CAH also show that many of the errors produced by L2 learners could not be 
traced to the LI. According to Ellis (1985:24), if error could be predicted. Error 
Analysis (EA) needs to take place.
The result of error analysis studies (for example, Dulay and Burt, 1974a) cast 
doubts on the validity as these claims. When there were differences between the 
target and native languages, transfer often did not take place. Also, many of the 
errors that learners made appeared to reflect intralingual processes (e.g. they 
were the result of processes based on the learner’s existing knowledge of the L2 
such as conjugating all the verbs in a regular form) rather than interference.
Furthermore, according to Ellis, (1994) transfer may not always manifest itself as 
errors, but also as avoidance (learners avoid using linguistic structures which 
they find difficult because of differences between LI and L2), over-use, (learners 
over-use some grammatical forms in L2 as a result of intralingual process such 
as overgeneralisation), and facilitation (when the learner’s LI can also facilitate 
L2 learning). ZobI (1980) also stated that transfer works in complex ways and 
there are various factors, which could influence transfer and therefore L2 
acquisition. Newmark (1966:77-83) put forward the Ignorance Hypothesis, which 
consists of the learners’ perception of the distance between their LI and the L2 
to transfer or not. Kellerman (1977, 1979, 1983) has suggested that the L2
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learner’s perception of the distance or degree of typological related ness between 
two languages will strongly influence the extent to which he will attempt to 
transfer from one to the other (e.g. psychotypology). Other studies such as Wode 
(1976) refers to developmental phenomenon, which takes place when the learner 
reaches a natural stage or acquisition, which have a similarity to the LI structure. 
Another factor, which might influence transfer, is markedness. Marked linguistic 
structure is one that can be used with fewer constraints that a related unmarked 
one. Therefore, how does the transfer of the LI knowledge of grammar influence 
the ultimate level of target second language achievement?
However, there is a host of other factors, as we will see in Chapter 2, which have 
been proffered to explain differential success among second language learners, 
to explain why some acquire a second language with facility while others 
struggle and only meet with limited success.
Relationship Among the Variabies
This study consists of an investigation, which interrelates three main variables: 
motivation, language learning strategies, and transfer of L1 knowledge of 
grammar. Figure 1.1 illustrates the relationship between all these variables and 
L2 proficiency.
Second
Language
Proficiency LI knowledge of 
grammar
Transfer
1. Integrative
2. Instrumental
Motivation
1. Cognitive
2. Metacognitive
Language 
Learning Strategies
Fig. 1.1: Relationship between the three main variables and L2 proficiency.
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These aspects are interrelated in a number of ways. Individual learner 
differences (IDs) comprise an important area of work in second language 
acquisition research and have been considered the ones of greatest importance 
for L2 acquisition. Motivation is a key factor in L2 learning it may affect the speed 
and the proficiency level of the L2. There is no doubt that motivation is one of the 
most important factors in the field of second language acquisition as well as in 
our lives. Research suggests that transfer and motivation are mutually 
supportive in creating an optimal learning environment. For transfer to take 
place, the learner must be motivated to do two things. First, he must be able to 
recognize opportunities for transfer (Prawat, 1989); second, he needs to possess 
the motivation to take advantage of these opportunities (Pea, 1988).
Transfer and language learning strategies are very well interrelated to each 
other. Transfer is one of the cognitive strategies chosen by the learners. They 
use previous knowledge to help language learning. When the use of the target 
language differed from the LI the transfer would result in a negative strategy 
being the cause of error. In cases where the patterns of the LI and the target 
language were similar, positive transfer would occur. According to Dulay and 
Burt (1974a) the use of transfer could both be a good/positive strategy or 
bad/negative strategy, which will have implications for the proficiency level of the 
second language.
The degree of learners’ motivation can have a contributory effect on the 
quantity of language learning strategies that learners utilize having a strong 
repercussion on the proficiency level of the second language. Oxford and Nyikos 
(1989:294), in a study in universities in the United States, of students of foreign 
languages, found that ‘the degree of expressed motivation was the single most 
powerful influence on the choice of language learning strategies’. High 
motivation is associated with the use of deep learning strategy, and low 
motivation with undirected strategy. Highly motivated learners used more 
strategies relating to formal practice, functional practice, general study, and 
conversation/input elicitation than poorly motivated learners and the type of 
motivation could influence also the strategy choice. Oxford and Nyikos, also 
reported in the same study, that general study strategies and formal practice 
were more popular than functional practice strategies, maybe reflecting the
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instrumental objectives that students have of fulfilling course requirements and 
obtaining good results in a programme that stressed analytical skills. According 
to Watkins and Biggs (1996) students also recognise that motivation affect their 
learning methods. In addition, Biggs (1987) speaks of ‘motive-strategies 
congruency’, meaning that each student’s own way of learning is a function 
compatible with motivation and cognitive strategy.
Second Language Acquisition Background
According to Freeman & Long, (1991) second language acquisition is so 
‘fascinating’ and the knowledge of other disciplines such as psychology, 
linguistic, sociology, anthropology, psycholinguistic, sociolinguistic and 
neurolinguistics among others, help us to understand better the second language 
acquisition (SLA) process. For instance, psychologists study individual learning 
style differences; linguists’ claims about language universels; anthropologists 
explore the culture; sociologists study the effect of social groups in the language; 
psycholinguistics’ observe the cognitive development of the language; 
neurolinguistics’ investigates issues in human biological development. (Freeman 
& Long, 1991:2)
The interest for second language acquisition comes from antiquity with attention 
to language teaching, thinking that learning will be more effective if teaching 
methods were good. However, since the 1960’s, for the first time, attention has 
been paid also to the learning process. According to Freeman and Long, this 
shift from the teaching process to the learning process introduced a new 
research interest and gave definition to the field that has come to be known as 
second language acquisition. To facilitate understanding on second language 
acquisition, it is very relevant to define some differences between similar terms, 
as we will see in the following section.
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Definition of Terms
It has been consider relevant for a better understanding of this study to integrate 
this section and define the main terms, which are going to be used in this thesis. 
This section consist of two main points:
1. Definition of terms on second language acquisition, and
2. Definition of terms on second language learning.
1. Definition of Terms on Second Language Acquisition
Children, with normal capacity of learning, acquire their first language before 
going to the school and can communicate freely in that environment. Beyond 
puberty, the process of language learning is slower, especially in some areas 
such as vocabulary. This learning continues throughout our life span. (Wolfgang, 
1986:3). Many people learn more than one language. However, the ways they 
choose to learn the language, the transition and the usage might be very 
different. People could learn the language with spontaneous or guided learning. 
Depending on when you learn a language it could be classified as first language 
acquisition, second language acquisition and re-acquisition. The usage of the 
language also has some different variations and it is classified as foreign 
language or a second language.
1.1 Spontaneous Learning and Guided Learning
One-way of learning is Spontaneous Learning, which is used in a natural 
environment in everyday communication, (i.e. an English person who bought a 
property in Spain and needs to contact the plumber because there is not hot 
water at home). This spontaneous learning is free from other intervention such as 
teaching. Very little attention is paid to linguistic forms (i.e. verbs conjugations), 
only a gesture or facial expressions should be enough, sometimes, for 
communication. It does not have to be verbal. But this communication will allow 
him to start learning and make progress in communication. Nevertheless, some 
kind of guidance will occur as somebody might correct an error in grammar for 
instance.
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Opposite to spontaneous learning is Guided Learning which refers to the 
controlled learning carried out in the classroom with a teacher. With spontaneous 
learning the learner has to extract the rules from the context for the use of the 
language. In guided learning the presentation and order of material depend on 
level of difficulty of the language and the teacher. There is not pressure for 
communication, and the teacher replaces it with class activities and tasks, 
essays, etc. (Trevise, 1979:44-52) However, the time needed to learn another 
language will also differentiate between three types of language acquisition: First 
Language, Second Language and Re-acquisition.
1.2 First Language Acquisition, Second Language Acquisition and Re­
acquisition.
Apart from the way one acquires a language, the transition of learning is also 
important and it is gradual. Wolfgang (1986) distinguishes between first language 
acquisition (LIA), second language acquisition (SLA) or re-acquisition (RA). First 
language acquisition is the language learned from the parents at home before 
going to the school. Second language acquisition, in the case of Spain, it 
normally takes place after puberty, in secondary education, after the first 
language has been already learned. Besides, if the second language is learned 
before the first is over, this second language it is consider by Wolfgang to be also 
a first language. Re-acquisition of language occurs when a language has to be 
acquired a second time either due to aphasia\ or because it has been forgotten 
(e.g. an Spanish-English who learned Spanish as a child but moved to UK when 
he was very young and as an adult does not understand any of it).
In addition to the way one learns a language and the time in life that it takes 
place, there is also a variation in the usage of the language. Before going further, 
it is very appropriate to distinguish between some crucial different concepts: 
foreign and second language, and learning and acquisition.
 ^Aphasia: Impairment of the ability to use the language particularly grammar and vocabulary, 
usually because some form of damage to the brain.
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1.3 Foreign Language and Second Language
To the way and time one acquires a language can be added the usage of the 
language and whether it will be a foreign language or a second language. The 
term Foreign Language (FL) is used by Richards, (1978) to denote that a 
language is acquired in a place where it is not spoken (e.g. a person who learns 
Spanish in UK). The foreign language is not used in a native environment, it is 
used by instructors in the classroom and it is not acquired through routine 
situations. Opposite to this, the term Second Language (SL) is used for learning 
in a native environment (e.g. an English person learning Spanish in Spain). It 
becomes a tool of communication in parallel with the first language. It is learned 
mainly in a social environment where it can be spoken freely and not in the class 
with controlled activities.
1.4 Learning and Acquisition
There are also some distinctions between learning and acquiring a language. 
Second Language Learning (SLL) is associated to the controlled, guided and 
regular learning. This will be associated with guided learning. The learner is 
aware of learning and creates himself the habit, more or less, of study. Second 
Language Acquisition (SLA), opposite to learning, will be more associated with 
unconscious learning. Some theories in second language acquisition have 
analysed some aspect of if to offer some solutions and clarifications to this 
complex process.
Having seen the differences between two similar terms in second language 
acquisition, it will be very appropriate to see the definition of some relevant terms 
in language learning.
2. Definition of Terms on Second Language Learning
In the previous section we have seen the definition of terms commonly used in 
second language acquisition. Now, in this section, we are going to define the 
terms, which are of relevance for this research and will help to understand better 
the terms on second language learning.
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2.1 Learning Strategies and Learning Styles
There has been some confusion (in theory and in practice) on the difference 
between learning styles and learning strategies. Reid (1995:viii) differentiated 
and defined both terms in the following way:
Learning strategies are:
"... external skills that students use, often consciously, to improve their 
learning...that students can be taught and that can enhance or expand 
their existing learning styles”.
Learning styies are:
"... internally based characteristics, often not perceived or used 
consciously, that are the basis for the intake and understanding of new  
information... students can identify their preferred learning styles and  
stretch those styles by examining and practising various learning 
strategies”. (Reid, 1995:viii)
2.2 Cognitive and Metacognitive Language Learning Strategies 
Cognitive strategies operate directly on incoming information, manipulating it in 
ways that enhance learning’ (O’Malley and Chamot, 1990:44). Metacognitive 
strategies involve planning learning, monitoring the process of learning, and 
evaluating how successful a particular strategy is.
2.3 Proficiency Level, Achievement level. Competence, and Capability 
Second language proficiency refers to a learner’s skill in using the L2. It can be 
contrasted with the term competence’. Whereas, competence refers to the 
knowledge of the L2 that a learner has internalised, proficiency level refers to 
the learner’s ability to use this knowledge in different tasks. Achievement level 
refers to the learner’s knowledge of material learned, which is linked to the
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course work. Capability refers to the ability of the learner to recognize, 
comprehend, or produce language elements (or a combination of them).
2.4 Interlanguage and Intralanguage
Interianguage refers to the systematic knowledge of an L2, which is 
independent of both, the learner’s L1 and the target language. It is the beginning 
stage of a target language. Intraianguage is when the learner generalises the 
L2 grammar rules, for instance when the learner conjugates an irregular verb in a 
regular form.
2.5 Interfering and Transfer
interfering is produced in the cases when the target language differed from the 
L2 and the habits of the L1 are carried into the target language causing negative 
transfer or interference. Transfer is when the patterns of the L1 and the target 
language are similar causing positive transfer.
2.6 Positive and Negative Motivation
Motivation is the desire to achieve a goal, combined with the energy to work 
towards that goal. Positive motivation is an optimistic response, which involves 
enjoyment of the task that you are performing (e.g. study to be wiser). 
Conversely, negative motivation takes place when a task is undertaken for fear 
to undesirable outcomes (e.g. study for fear of failing).
2.7 Intrinsic and Extrinsic Motivation
Educational psychologists point to three major sources of motivation in learning: 
intrinsic satisfaction, (inside the person); extrinsic reward, (outside the person) 
and a combination of both, satisfaction and reward. However, regarding the 
sources of motivation, in general, it can distinguish between intrinsic and extrinsic 
sources. Intrinsic sources are associated which the learner natural interests. 
This can be subcategorised as either body/physical, mind/mental. Extrinsic
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sources are related to the external motivation such as employment, promotion or 
good grades results.
2.8 Integrative and Instrumental Motivation
Integrative motivation is a motivation to be a member of a target society in a 
foreign setting but it also includes a motivation coming from just an interest or a 
favourable feeling to a target culture or people. Instrumental motivation is a 
motivation to acquire some advantages by learning a second language. A learner 
with instrumental motivation regards language as an instrument to get a reward.
Having defined some very relevant terms in second language acquisition and 
second language learning, it would appropriate to see some of the most popular 
theories, hypothesis and models in relation to second language acquisition.
Outline of the Thesis
This thesis consists of seven chapters. Chapter 1 ‘Introduction’ lays the 
foundation for the thesis explaining the background to the study followed by 
Chapter 2 ‘Developing the Research Question’ which reviews the literature on 
motivation, language learning strategies, and transfer of L1 knowledge of 
grammar. Chapter 3 ‘Research Design and Methodology’ explains the research 
plan, methods applied and design for the research, followed by Chapter 4, on 
development process and evaluation of the research instruments. Chapter 5 
analyses the data gathered in the study, while Chapter 6 discusses the results of 
findings. The overall conclusions, implications and recommendation are 
presented in Chapter 7.
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Conclusion
This chapter has located some of the problems that some learners of Spanish 
might have for achieving a full target language competence. It has looked at the 
background in TVU educational system as well as identifying motivation, 
language learning strategies, and transfer of L1 knowledge from L1 to L2 as 
potential factors influencing the achievement level of the second language. 
Besides, it has defined some relevant terms in second language acquisition and 
second language learning. Finally, it has also outlined the different chapters of 
the thesis.
The next chapter will review the literature on the main component affecting the 
achievement level of the language. Besides, it will help to develop the research 
question, finding what the research question and hypothesis for this study are 
and why some specific variables were chosen for this research.
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C hapter  2 
D e v e lo p in g  t h e  R e s e a r c h  Q u e s tio n
Theories, Hypothesis and Models of Second Language Acquisition 
Factors Influencing Second Language Acquisition 
Variables Choice for this Study
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D e v e l o p in g  t h e  R e s e a r c h  Q u e s t io n
The previous chapter identified the need for further research into the factors 
affecting the learners’ achievement level as well as giving an overview of the 
second language situational background. The main aims of this chapter are:
• To have an overview on second language theories
• To develop the research questions and hypothesis through the 
literature review,
• To identify the variables that may influence the proficiency level of the 
second language
• To identify some research questions and hypotheses.
This chapter is divided into four main sections.
1. Theories, Hypothesis and Models of Second Language Acquisition,
2. Factors Influencing Second Language Acquisition,
3. Variables Choice for this Study, and
4. Conclusion.
The first sections discusses the theories, hypothesis and models as well as 
previous research findings related to second language acquisition with the 
intention to find and have an overview on second language acquisition research. 
The second section reviews some of the past studies carried out on factors 
influencing the second language proficiency level. The third section, and after the 
literature has been reviewed, will select and identify the main variables selected 
for the research that may affect the outcomes of this research. It will provide 
some research questions and hypothesis for this study based upon previous 
researches.
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Theories, Hypothesis and Models of Second Language 
Acquisition
Second language acquisition (SLA) is a process where different factors take part 
when acquiring a language. For this reason a number of significant theories in 
second language acquisition are going to be reviewed to clarify and seek a 
solution to the problem. Since the 60’s, a number of different theories of second 
language acquisition have been formulated to provide clarification about how 
language learning takes place, to supply teachers with guidance for teaching 
languages and of course to find out the variables that affect SLA. Let us proceed 
with the different theories and hypothesis on SLA. The most important theories in 
SLA and more relevant for this study are:
1. Krashen’s Monitor Model Theory, and
2. Interianguage Theory
3. The Contrastive Analysis Hypothesis
4. The Critical Period Hypothesis
1. Krashen’s Monitor Model Theory
The next theory is concerned with the way the learner acquires a language. 
Stephen Krashen’s Monitor Model theory is one of the most important and well 
recognized of second language acquisition. In the late 1970’s he developed this 
theory. There were as many as ten ‘hypotheses’ and in the early 80’s he reduced 
it to five. This theory now consist of five main hypotheses:
1. The Acquisition-Learning hypothesis
2. The Monitor hypothesis
3. The Natural Order hypothesis
4. The Input hypothesis, and
5. The Affective Filter hypothesis.
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1.1 The Acquisition-Learning hypothesis
The Acquisition-learning hypothesis is the most primary in Krashen’s theory. He 
distinguishes between two independent systems in the way we learn a language, 
the acquired system or acquisition and the learning system or learning. (Larsen- 
Freeman and Long, 1991:241).
Acquisition is the subconscious process in which we learn a language and it is 
very similar to the way children learn their first language. It is the speech initiator. 
As Krashen (1982:10) stated:
“Acquisition requires meaningful interaction in the target language -natural 
communication- in which speakers are concerned not with the form of their 
utterance but with the messages they are conveying and understanding”.
Learning is the conscious process and the product of formal instruction about 
the language, (e.g. grammar rules, structures, pronunciation). Learning is the 
‘editor’, or the ‘monitor’ as Krashen calls it, of the acquired language. According 
to Krashen leaning in the classroom is less important than acquisition (Krashen, 
1976, 1982).
This reinforces my experience in teaching in the classroom. It appears that 
learners learn Spanish better, and quicker, when they learn in a more 
subconscious way. Even though they have to follow instructions, (consciously), in 
a formal setting, (in the classroom), they learn more by imitating the way children 
learn their first language, which is by repetition of structures and vocabulary 
without dedicating to much time to study consciously the target language 
grammar. It appears that the learners’ level of motivation also increase when 
they are able to produce the language and communicate with others. Therefore, I 
have chosen language learning strategies and motivation as two of my variables 
to include in this study as the language learning strategies used to learn a 
language could increase achievement and therefore motivation, have a positive 
impact on the achievement of the target language.
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1.2 The Monitor hypothesis
The monitor hypothesis consists of the relationship between acquisition and 
learning. The role of the ‘monitor’ is in to correct initial normal speech and to give 
a more polished utterance (Krashen, 1982:15). This will happen only when the 
learner has enough time at his disposal, when he is focusing on forms or thinking 
about correctness and when he knows the rules. However, Krashen also 
suggests some variations regarding the use of the ‘monitor’ which is affected by 
the amount of time that the second language learner has to think about the 
utterance he is about to produce. (Krashen, 1981:3-4)
He distinguishes between three types of monitor users:
■ the under-users
■ the over-users, and
■ the optimal users
The under-users rarely use the monitor as this tends to produce language 
without concern for errors. They are those who have not learned or just do not 
use their conscious knowledge. (See Appendix I: Visual definition of the monitor 
model hypothesis, p.238). On the contrary, the over-users are so concerned with 
errors that they might not be able to produce the speech at all. They are 
characteristically hesitant with long pauses that make the speech 
incomprehensible. The optimal users are those who use the monitor properly. 
They consult the monitor only when required to complete tasks related to 
linguistic form such as editing written text or completing grammar exercises. 
They never use it when while producing spontaneous speech or writing. 
According to Schütz (2002:3) usually extrovert learners are associated to be 
under-users, while introverts, perfectionist and those with a lack of self- 
confidence tend to be over-users of the ‘monitor’.
Krashen’s Monitor Model Theory also addresses the relationship between 
spontaneous and guided learning. Krashen (1985) claims that adult learners 
learn a language in two ways to obtain proficiency L2, one is ‘subconscious 
acquisition’ and the other one is ‘conscious learning’. The subconscious 
acquisition is based mainly in communication with native speakers where the
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learner is not aware of the grammar rules used while using the target language. 
Opposite to this, Krashen (1985) claims that conscious learning consists of the 
process and input of learning second language through conscious control of 
grammar and rules.
The vital part of this theory is that ‘learning’ is controlled by a ‘monitor’. All the 
grammar rules, expressions, pronunciation, etc. are stored in the monitor. It is the 
device that learners use to edit their language performance, used spontaneously. 
It guides and self-corrects the output of the language. Krashen and Terrell on the 
following Figure 2.1 represent this.
Learned Competence 
-guided and conscious language-
Acquire Competence 
-spontaneous and 
subconscious 
language-
(The Monitor)
\  output
(Source: After Krashen and Terrell, 1983:30)
Fig. 2.1: A model of adults’ second language performance.
This figure shows the distinction between spontaneous and guided language 
acquisition. Acquisition is the subconscious process and the learning is the 
control influence on the language.
This theory reinforces my own experience in the classroom. It appears that some 
learners are so concern with making errors, wanting to be ‘perfect’ when 
producing the Spanish language, that the output in Spanish is hesitant, very slow 
and incomprehensible. On the other hand, some students are so careless 
making error that they also end up with an incomprehensible production in 
Spanish. As a consequence, I have chosen language learning strategies (LLS) 
as one of my variables to include in this study as the appropriate ‘optimal’ level of
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LLS could benefit the students on being able to communicate and be understood 
by native speakers of the target language.
1.3 The Natural Order hypothesis
The natural order hypothesis states that acquisition of grammar structures 
precede in a ‘natural order', which is predictable. For a given language, some 
grammatical structures tend to be acquired earlier and others later, regardless of 
the first language background of a speaker, the age or condition of exposure. 
This order does not necessarily depend on some forms. It could be influenced by 
classroom instructions, (Krashen, 1985).
This theory reinforces my personal experience teaching Spanish as a foreign 
language. Students who come from a romance language background appear to 
understand better the grammatical structure of the Spanish grammar. Therefore, 
as a consequence, I have decided to choose transfer of LI knowledge of 
grammar as one of my variables to include in this study, as it appears to have an 
infiuence on second language acquisition.
1.4 The Input hypothesis
The input hypothesis is based on how second language acquisition is learned. 
This represents Krashen’s belief that humans come to acquire language by 
receiving information that is comprehensible. Input that is comprehensible to the 
learner will automatically be at the right level. If a learner’s level in a second 
language is /, he can move to an i+1 level only by being exposed to 
comprehensible input containing i+1, (Krashen, 1985). According to Krashen, 
natural comprehensible input has become “the fundamental principle" in second 
language acquisition:
“...people acquire second languages when they obtain 
comprehensible input, and when their affective filters are low  
enough to allow the input ‘in ’. (Krashen, 1985)
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This theory also reinforces my personal experience in the classroom. It appears 
that students are more motivated when they are in a classroom where the 
language level has some aspects of difficulty. In other words, when the lesson is 
challenging. For instance, when the lessons are taught in the target language, 
even at beginners’ levels. This is one of the reasons why I have chosen 
motivation as one of the variables in this study. It appears that it can increase the 
comprehensible input of the target language, and therefore the achievement of 
the target language.
1.5 The Affective Filter hypothesis
The affective filter hypothesis suggests that a number of ‘affective variables’ such 
as motivation, self-confidence and anxiety play an important role in second 
language acquisition. Krashen (1985) claims that learners will success in second 
language acquisition if they are highly motivated, if they are self-confident and 
have low levels of anxiety. On the contrary, if the learner has low motivation, low 
self-esteem and anxiety, the ‘affective filter’ will increase causing a ‘mental 
block’. This will end up in low comprehension input and consequently it impedes 
language acquisition. However, positive affect is necessary but, on its own, it will 
not be enough for acquisition to take place.
Regardless of its popularity, some theorists criticized the Monitor Model Theory. 
Gregg (1984:79-100) rejected the acquisition-learning hypothesis. He claims that 
under normal conditions the ‘monitor’ cannot be used since it is the only way in 
which learning can be utilized, there is no need to talk about two different ways of 
gaining competence in a second language.
McLaughlin (1987) said that the acquisition-learning hypothesis is based on 
subconscious and conscious learning respectively which have not been clearly 
defined by Krashen. Besides, he states that the role assigned to unconscious 
learning was found to be exaggerated. Krashen’s monitor model theory does not 
try to state the rules on the way or the factors responsible for the outcome, but in 
the way in which language can be influence by consciousness. Krashen states 
explicitly that the five ‘hypotheses’ can be summarized as follows:
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“People acquire second languages only If they obtain comprehensible 
input and if their affective filters are low enough to allow the input ‘In’.
When the filter is ‘down’ and appropriate comprehensible input is 
presented (and comprehended), acquisition is inevitable, it is, in fact, 
unavoidable and cannot be prevented -the language ‘mental organ’ will 
function Just as automatically as any other organ’’ (Krashen 1985:4).
This theory reinforces my personal experience in the classroom. It appears that 
those students, with low levels of motivation have a lower comprehension input 
that those who are more motivated about learning Spanish. As a consequence, I 
have chosen motivation as one of the variables to include in this study as can 
reduce the ‘mental block’ and could increase the learners success having and 
influence on second language acquisition.
Having seen Krashen’s monitor model theory, the next relevant theory is the 
interlanguage theory, which is described in the following section.
2. Interlanguage Theory
We have seen Krashen’s Monitor Theory as one of the best-known and most 
influential theories of SLA. However, we cannot forget the Interlanguage theories, 
also of great interest for this study.
Selinker (1969) was the first one introducing the term ‘interlanguage’ (IL). This 
was used to describe the linguistic stage that second language learners go 
through during the learning process of the target language and the learners’ 
proficiency level. Since then, this term has become a major strand of second 
language acquisition research and theory. According to Ellis (1994), the term is 
used to refer to the internal system that a learner has constructed at a single 
point in time ‘an interlanguage’ and to the series of interconnected systems that 
characterize the learner’s progress over time ‘interlanguage continuum’. Selinker 
(1972), described IL as a temporary grammar, which is systematic, and 
composed of rules.
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Three main points would be distinguished in this theory:
1. Approaches of the IL system
2. Stages of internal process of the language
3. Fossilization
2.1 Approaches of the IL system
One of the key questions addressed by IL theory is: What variables best explain 
why most learners do not achieve full target language competence?. To answer 
this question, Selinker (1972) identified three main approaches to the description 
of the IL system:
1. Temporary grammar
2. The nature of language
3. Interlanguage continuum
2.1.1 Temporary Grammar
In the first approach, interlanguage is considered as a temporary grammar, which 
is systematic, and composed of rules, which are the products of five main 
cognitive processes responsible for L2 acquisition:
- Language transfer
- Transfer of training
- Strategies of second language learning
- Strategies of second language communication
- Overgeneralization
Language Transfer: Some of the rules -but not all of them- in the interlanguage 
system may be the result of transfer from the learner’s first language. Transfer 
of Training: Some interlanguage elements may result from transfer of specific 
elements via which the learner is taught the second language. Strategies of 
Second Language Learning: Some of the rules in the learner’s interlanguage 
may result from the approach by the learner to the material to be learned. The
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application of language learning strategies, “as a tendency on the part of the 
learners to reduce the target language (TL) to simple system”, (Selinker, 
1972:219). Strategies of Second Language Communication: IL system rules 
may also be the result of strategies employed by the learners in their attempt to 
communicate with native speakers of the target language (1972:219). 
Overgeneralization: Some of the rules of interlanguage system may be the 
result of the overgeneralization (OG) of specific rules and features of the target 
language.
Selinker’s description of the IL system has a cognitive emphasis and a focus on 
the strategies that learners employ when learning a second language. However, 
according to Ellis (1994:351) ‘language transfer’ and ‘overgeneralization’ could 
be part of ‘learning strategies’, as they would both appear to be examples of 
these. On the other hand, Ellis also considers that the list was very valuable, as it 
“constituted one o f the first attempts to specify the mental processes responsible 
for L2 acquisition”. It also served to introduce a number of distinctions between 
‘learning’ and ‘communication strategies’ among others. Selinker, Swain, and 
Dumas (1975), cited in Ellis, 1994, identified three main strategies, language 
transfer, overgeneralization and simplification on the basis of errors found in the 
speech of children in a French immersion classroom.
2.1.2 The Natural Language
A second approach to the theory of interlanguage, in an attempt to describe the 
nature of the interlanguage systems, was adopted by Adjemain (1976). He 
considers that interlanguages are natural languages and they are unique in the 
sense that their grammar is permeable and can change and accept new 
grammar (Adjemain, 1976:299). He also differentiates between linguistic rules 
that are ‘crucially concerned in the actual form of the language system’ and the 
learning strategies that learners employ.
2.1.3 The Interlanguage Continuum
The third approach to the description of IL is the interlanguage continuum. 
According to Ellis (1994:352), cognitive theories of IL hypothesize that, with the
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assistance of learning strategies, learners build mental grammars of the L2, 
which are perceived as dynamic and subject to rapid change. This interlanguage 
continuum consists of the use of the L1 and L2 grammar overlapping with each 
other. Therefore it is characterized not by ‘simplification’ but ‘complexification’ as 
the grammar that the learner builds is more complex that the previous one. 
Tarone, (1979, 1982) describes IL as a continuum of speech styles. The new 
target language forms first appear in the more careful style and progressively 
move towards the colloquial/conversational speech style. Ellis (1994) says:
‘There are grounds for believing that in some aspects o f language 
(for example, phonology) the starting point m ay be the L1 and that 
interlanguage m ay be, in part at least, a restructuring continuum’.
This theory also reinforces my personal experience in the classroom. Students, 
especially at beginners’ levels, appear to depend a lot on their mother tongue, (or 
other languages they have already learned previously), to produce the target 
language. They tend to use literal translation from their own language. They also 
tend to apply the same rules to similar structures. All this has influenced my 
choice of variables in this study. Therefore, I have chosen LLS as variable to 
include in this study as the language learning strategies used to transfer from the 
LI into the target language could accelerate the understanding of the target 
language, and increasing the success of the target language.
2.2 Stages of Internal Process of the Language
Different approaches were employed for explaining the acquisition of 
interlanguage and how learners realize and arrange form-function relationships in 
a second language. Brown (1987:35-52) described four stages of internal 
processing of language, which he calls Interlanguage development. These are:
Random errors stage
- Emergent state
- Systematic stage
- Stabilisation stage
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In the random errors stage the learner mainly guesses to obtain a correct form.
In the emergent stage the learner has already internalised some rules and his 
production is more consistent and firm. The next stage is the systematic stage, 
where the learner’s rules are closer to the one of the native speakers, getting 
more consistent and able to auto correct his own mistakes. The last stage is the 
stabiiisation stage, where the learner is able to communicate with little difficulty 
and has relatively few errors. They do not need to rely on native speakers 
feedback and correction for expressing and producing ideas.
2.3 Fossilization
One common agreement point in the level of competence as a native speaker is 
that L2 learners generally do not reach the same proficiency level than in the L1. 
The L2 final state grammar is not like the L1 grammar and certain rules and 
items ‘fossilize’. According to Selinker (1972:215) one of the major issues for 
which any description of IL must account is the phenomenon of fossilization. He 
uses the term fossilization to label the process by which the learner uses and 
maintains non-target forms, which become of permanent use in interlanguage. 
He said that fossilizable linguistic phenomena are those items of the native 
language such as phonology, language structure or rules, that are always in the 
interlanguage and, explanation, instructions or even age -young or adults- will 
not change into a L2 competence. Even though, sometimes it seem that 
fossilized forms have disappeared, they are always likely to appear in productive 
language, -speaking and writing-. Selinker call this the backsliding phenomenon. 
According to Corder (1971:147) once the learner’s IL grammar is sufficiently 
developed to allow the learner to communicate adequately for his purposes, the 
motivation to improve vanishes.
3. The Contrastive Analysis Hypothesis
The Contrastive Analysis Hypothesis (CAH) considers some of the problems it 
has to rise to and then offers a reconsideration of the ‘difference = difficulty’ 
equation and of the role of contrastive analysis.
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Lado, in 1957, was one of the prime movers of Contrastive Analysis (CA), whose 
origins were pedagogic. CA is an area of considerable theoretical interest for 
general linguistics. When behaviourist psychology and structural linguistics were 
popular, language scholars devoted themselves to the study of languages in 
contrast. The theory that this could be beneficial to second language learners 
came to be known as the Contrastive Analysis Hypothesis (CAH). The CAH 
claimed that the principal barrier to second language acquisition is the 
interference of the first language system with the second language system. 
According to Lado (1957), where there were differences, the learner would 
experience difficulty in learning the L2. Based on this assumption he stated:
...the student who comes into contact with a foreign languge will find some 
features of it quite easy and others extremely difficult. Those elements that 
are similar to this native languge will be simple for him, and those 
elements that are different will be difficult” (Lado, 1957:2)
Therefore, the psychological and linguistic assumptions were that second 
language learning implicates the overcoming of the differences between the two 
linguistic systems the LI and the L2. The inference of this is that where there are 
significant differences between a pattern in the learner’s LI and L2, it can be 
predicted that the learner will experience difficulties.
The 1960’s saw a spate of contrastive analyses involving the major European 
languages. Stockwell, Bowen, and Martin (1965), proposed what they called a 
hierarchy of difficulty by which a teacher or linguist could make a prediction of the 
relative difficulty of a given aspect of the second language. Though the authors 
devised their hierarchy for English and Spanish, they claimed a universal 
application of the hierarchy. For phonological systems in contrast, Stockwell and 
his associates suggested eight possible degrees of difficulty. These degrees 
were based upon the notions of transfer (positive, negative, and zero). Stockwell 
and his associates also constructed a hierarchy of difficulty for grammatical 
structures of two languages in contrast. Their grammatical hierarchy included 16 
levels of difficulty. The analyses were based on surface ‘structuralist’ descriptions 
of the two languages concerned. According to Ellis (1994), the following 
procedure involved is:
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Description: when the two languages were formally described. 
Selection: when detailed comparison was selected in some items or 
areas of the two languages.
Comparison: when items or areas where identified for difference and 
similarity
Prediction: to find which items or areas could cause errors.
Table 2.1: Simplified version of the hierarchy of difficulty.
Type of difficulty L I: English 
L2: Spanish
Example
1. Split X
V
‘to be’ is either ‘ser’ or ‘estar’
2. New 0 ---------------- 0 Grammatical gender
3. Absent X ---------------- 0 ‘do’ as a tense carried
4. Coalesced X
v > '
‘his/her’ is realized as a single form su
5. Correspondence X X ~ing, ~ndo as complement with verbs of 
perception, e.g. 1 saw the men running; Vi 
a los hombres corriendo
(After Ellis, 1994:307)
Table 2.1 provides a simplified version of the hierarchy of difficulty produced by 
Stockwell, Bowen and Martin (1965). It shows that there is no difficulty when the 
two languages have a correspondent item. On the other hand, the difficulty 
increases when there is a split of items
Another linguist, Prator (1967), reformulated this hierarchy into six categories of 
difficulty. Prater's hierarchy is applicable to both grammatical and phonological 
features of language. The six categories, in ascending order of difficulty, are
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discussed below. The examples below are taken from English and Spanish (a 
native Spanish speaker learning English as a second language) or vice-versa.
Level 0-Transfer: it is a appositive transfer as learners can transfer sounds, 
structures or lexical items from L1 to L2 that are the same in both languages, 
facilitating learning, (e.g. cognate words -hotel). There are no differences 
between the two languages.
Level 1-Coalescence: two items in the L1 coalesced into one in the L2. For 
example, English third-person possessives require gender distinction (his/her), 
and in Spanish they do not (su).
Level 2-Underdifferentiation: an item in the native language is absent in the 
target language. For instance, the use of the indeterminate article before jobs in 
Spanish -In  English: Peter is a lawyer; in Spanish: Pedro es abogado).
Level 3-Reinterpretation: learners have to interpret items in their L1, as it has 
different shape in the L2. For instance, the use of the articles in English ‘the / a’ 
and in Spanish is ‘el, la / un, una" respectively.
Level 4-Overdifferentiation: learners have to learn in the L2 items that are not 
used in their L1. For instance, the use of gender and number in nouns, (e.g. 
Spanish masculine (‘el gato’) or feminine nouns (‘la gata’); and in English is used 
only one form, ‘the cat’ for male and female.
Level 5-Split: an item in the L1 has two or more different items in the L2. This is 
the case of ‘you’ in English, which in Spanish split into ‘tu, usted, vosotros and 
ustedes’.
While the CAH has intuitive appeal to both learners and educators, in practice, 
there is no clear scientific evidence that difficulties in the second language can 
actually be predicted based on the differences between aspects of the two 
languages. Therefore, in recent years, theorists have made attempts to 
moderate this hypothesis, especially in the area of prediction. Wardhaugh (1970) 
stated that errors could be predicted by identifying the linguistic differences 
between the learners’ LI and the target language. He proposed what he calls the
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weak form and the strong form of the CAH. The weak form of the hypothesis 
claims to be diagnostic. Linguistic difficulties cannot be accurately predicted; 
rather, these difficulties can be explained after the fact. That is, when a Spanish 
speaker says in English “especial” instead of “special”, the linguist can explain 
this error in terms of underdifferentiation, that is, initial consonant clusters that 
appear in the speaker’s second language do not exist in his native language. 
However, the theorist is explaining this error after it occurs rather than predicting 
its occurrence.
The strong form of the hypothesis claims that the L1 is the prime cause of 
grammatical errors. It is possible to contrast the system of one language (the 
grammar, phonology and lexicon) with the system of a L2 in order to predict the 
difficulties which a speaker of the L2 will have in learning the first language, and 
to construct reading materials to help learning. Wardhaugh (1974) calls this a 
‘pseudo-procedure’ which linguistics claim they could follow, in order to achieve 
definitive results. The moderate form of the CAH was proposed by Oiler and 
Ziahosseiny (1970). It is perhaps a negotiation between the strong version and 
the weak version. According to this version, linguistic difficulties can be predicted 
in certain patterns in the two languages. The difficult patterns are the linguistic 
difficulties and can be predicted in those patterns where there are only slight or 
minimal differences. For example, the Spanish speaking ESL learner will 
experience more difficulty learning to produce the aspirated /t/ in the word tear 
than in learning to produce the /th/ sound in the word there because the former 
represents a reinterpretation of a sound in his L I , a minimal or subtle difference, 
whereas the latter example represents learning a completely new sound in the 
target language {overdifferentiation).
According to this, only some errors were distinguishable to transfer, and 
contrastive analysis could be used to identify which errors are the results of 
interference. Therefore, CA needs to work hand in hand with Error Analysis, 
(Ellis, 1994:308).
Therefore, the two basic claims of the CAH are according to Ellis (1994):
1. The learner’s level of difficulty will be related to the degree of linguistic 
differences between the two languages.
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2. The greater the difficulty, the more frequent manifestation of errors.
In addition Wolfgang (1986:25) says the CAH asserts that a second language is 
very much determined by the knowledge of a first language. He stated that the 
structures from the first language could be transferred easily to the second 
language and might help the learner to remember better a particular structure or 
vocabulary, (e.g. LI English: My name is John; L2 Spanish: Mi nombre es Juan). 
This is classified as positive transfer. On the contrary, the close similarity of the 
first language could create difficulties to the learner on the second language. This 
classification is considered as the negative transfer or interference. For instance, 
on oral production, English: ''telephone; in Spanish: teléfono). The two words are 
so similar in both languages that the learner could easily remember the word in 
the L2. However, it is so similar that, some learners transfer the pronunciation 
from the first language to the second language, (e.g. L2 Spanish: teléfon_ or 
even teléfono), instead of pronouncing the correct form ‘teléfono’. Therefore to 
put the knowledge into practice is more difficult. For many students, it sound 
embarrassing and is possibly an alienating process, as the majority have never 
introspected about the sound system of our first language and its role in 
successful communication.
These, the Interlanguage Theory and the Contrastive Analysis Hypothesis 
concern the relationship between the LI and the L2 language.
4. The Critical Period Hypothesis
The Critical Period Hypothesis (CRH) stated, according to Ellis (1984), that 
“...there is a period when language acquisition takes place naturally and 
effortlessly, but that after a certain age the brain is no longer able to process 
language input in that way”. Therefore, this section of the literature review is 
concerned with the role of age in language acquisition and if there is a critical 
period for language learning during which learners can acquire a language easily
' The bold syllable or letters denote the stress of the words during oral production.
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and achieve native-like competence (Ellis, 1994). Besides, it is related to the 
issue of when language acquisition stars and ends.
According to Ellis, (1994:43), age is one of the major impediment at the time of 
learning a language. It is was a well-known fact that children picked up their LI 
unconsciously, without any effort, while adults learn the language consciously 
and struggle with the new language. Neurophysiological evidences support this 
belief. The CPH was introduced by Penfield & Roberts in (1959). It was claimed 
that the optimum period for language acquisition is with the first ten years of like 
during which the brain still keeps its plasticity. However, with the beginning of 
puberty this plasticity begins to decrease as a result of the laterilization of the 
language function in the left hemisphere of the brain. So the neurological change 
in the brain makes language acquisition increasingly more difficult for older 
learners.
In 1967, Lennenberg provided clinical evidences, which supported this 
hypothesis. He made similar claims and argued that the child has an innate 
capacity for language acquisition, but this inborn capacity gets lost with 
maturation. He interpreted the results of studies of aphasia as evidence to show 
that “total recovery of language functions was not possible once puberty had 
been reached” (Ellis, 1993). Since such a period is not absolute, Oyama, (1978) 
prefers to talk about a sensitive period during which learners are more receptive 
to language. Oyama studied 60 male immigrants who arrived in the United 
Stated between the ages 6 to 20 and had been liven there for between 5 and 18 
years. Adult native speakers assessed the degree of nativeness of their accents. 
She found that the age of arrival is a very strong determining factor, but not the 
length of residence in achieving a native-like accent. Macnamara (1973) pointed 
out that there was no evidence that a language could not be learnt just as well 
after puberty as before. Nevertheless, the received opinion was that knowledge 
of a previous language and age made L2 leaning qualitatively different from LI 
leaning. Seliger (1978) claimed that there are different critical periods for different 
aspects of language acquisition. He suggested that the neurological change in 
the brain is gradual one continuing for many years. Different aspects of language 
are affected at different stages of lateralization process, therefore, it can be said 
that there are different critical period for different aspects of language. Tahta,
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Wood and Lowenthal (1981) also studied the effect of age on pronunciation and 
found that younger learners are likely to achieve native-like pronunciation. So 
these findings are interpreted as the younger the better.
White (1985) maintains that adults have continued access to the language- 
acquisition device and that the overall process of acquisition is the same in LI 
and L2 acquisition, irrespective of age. Long (1988) put forward the view that the 
critical period to obtain a native-speaker pronunciation is around six years, while 
puberty is the period of acquiring L2 grammar. Also in 1988, Bley-Vroman 
disputes the L2 = LI hypothesis on the ground that adults language learning is 
more like general skill learning than LI acquisition. However, it has been argued 
that if adults use strategies to solve problems, L2 acquisition can be learn in the 
same way as LI acquisition. Johnson & Newport (1989) claim that whether 
language learning capacity is practiced or not, it declines with age. Based on this 
view they proposed that Maturational State Hypothesis listing sensitive periods 
governing the ultimate attainment for different language domains. The sensitive 
periods for phonology are between the ages 0 to 6, and for morphology and 
syntax between the ages of 0 to 13.
With respect to age and acquisition of native-like proficiency, Neufeld (1978) 
carried out a study with 20 native speakers of English. The subjects were given 
18 hour of intensive instruction in Japanese and Chinese pronunciation. Nine of 
the subjects were rated as native speakers of Japanese, and eight of the 
subjects were rated as the native speakers of Chinese. It was suggested that 
under the right conditions adults could achieve native competence in 
pronunciation. But this study was criticizes in terms of internal validity. Coppieters 
(1987) compared highly proficient speakers of French who had begun learning 
French as adults with native speaker of French on a grammar judgment test. The 
results showed that despite native-like proficiency, L2 learners' grammatical 
competence lags behind that of native speakers. Scovel, (1981) compared 
advanced level adults L2 speaker, adult aphasies, and adult native speakers and 
studied the recognition of spoken, and written accents. He found that advanced 
adults L2 speakers’ accuracy rate was lower than that of the native speaker. He 
claimed that even advanced L2 learners cannot reach native-like proficiency. In 
another study Thomson (1991) found that Russian immigrants who arrived in the
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United States before age ten acquired a more naiVe-like English accent than 
those who arrived after age ten (cited in Elllis, 1994).
Looking at acquisition of grammar, some researches have come up with similar 
results. Patkowski (1990) studied educated immigrants in the United States and 
found that the immigrants who arrived in the United Stated before the age of 
fifteen were more successful that the ones who arrive after that age in terms of 
syntax. These findings confirm Selinger’s claims for multiple critical periods for 
the different aspects of language. One interpretation of these findings is that age 
is a critical factor in determining native-like pronunciation. Different ideas have 
been put forward in relation to when this critical period for the acquisition of 
native-like pronunciation ends. Krashen (1983) claims that this period ends 
around at the age of six. Long (1990) also suggests that it ends around the age 
of six. Scovel (1988) places it around the age of 12.
Another interpretation of these findings is that for children, there is a critical age 
for the acquisition of native-like grammatical competence. This period comes 
after the critical period for pronunciation and ends around the age of fifteen. 
However, it does not mean that languge learning or learning certain aspects of 
language is impossible beyond this period. The question canters around 
acquiring native-like competence and sensitive periods for a given aspect of 
language. Otherwise, as Krashe (1981), Ellis (1985) and Scovel (2001) clarified, 
the ability to acquire a language does not disappear completely after a certain 
period, but the gradual decline in the ability to learn a language with increasing 
age has a kind of validity. Therefore, based on these evidences, it can be said 
that learners, including adults, can learn a language in any period in their lives if 
optimal conditions are present for language education.
All these have influenced my choice of variables as well as reinforcing the 
personal experience in the classroom. Working with different age groups in the 
same classroom it appears that some age groups acquire some part of the 
language easier than other. Besides, it seems that some age groups are better at 
some skills than others. Apparently older learners have a better understanding of 
grammar, while younger learners performs better on oral skills than older 
learners. As a consequence, I have chosen gender as one of the variables to
EdD 43 September 2004
The human factor and the development of a second language Chapter 2
include in the study as could influence the understanding and comprehension of 
the target language.
Now, having seen the main theories, hypotheses and model on second language 
acquisition, the next section will be focused on factors influencing SLA.
Factors Influencing Second Language Acquisition
A learner differs in a number of ways in which they acquire a L2, in particular, 
their rate of development and their ultimate level of achievement, and is this last 
one, level of achievement, in which this study will be focused.
Language learning is influenced by internal and external factors. Internal factors 
are concerned with how acquisition takes place and how learners use their 
resources in communication. External factors are concerned with the 
environment in which learning takes place. Therefore, this sections is divided into 
two different sections:
1. Internal factors, and
2. External factors
1. Internal Factors
One of the most obvious potential explanations for the lack of success of second 
language learners is that second language (SL) learners begin acquiring the 
language at a later age than do L1 learners. Thus, the effect of age is the first 
explanation. Age is an example of a fixed factor, in the sense that it is beyond 
external control. Like many other issues the role of age in L2 acquisition is 
controversial. The controversy centres on whether there is a critical period for L2 
acquisition and, if so, when it ends. There is a general agreement, however, that 
older learners enjoy an initial advantage in rate of acquisition. A key theoretical 
issue relating to the age issue and the reasons why it has attracted considerable 
attention is whether adults L2 learners have continued access to the innate
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knowledge of linguistic universals, which guide children’s acquisition of their 
mother tongue.
However, there is a host of other factors, as we can see in Table 2.2, which have 
been proffered to explain differential success among SL learners, to explain why 
some acquire a SL with facility while others struggle and only meet with limited 
success.
Table 2.2: Classification of factors affecting L2 proficiency by authors.
Altman
(1980)
Skehan
(1989)
Larsen-Freeman & Long 
(1991)
Ellis
(1994)
1. Age 1. Aptitude 1. Age 1. Social factors
2. Sex 2. Motivation 2. Aptitude - Age
3. Previous experience 3. Learning 3. Social- - Sex
with language learning strategies psychological - Social class
4. Proficiency in the native 4. Cognitive and factors - Ethnic groups
language affective factors - Motivation - Input and interaction
5. Personality 5. Extroversion, - Attitude 2. Language transfer
6. Aptitude 6. Introversion, - Personality - Language level
7. Attitude and motivation 7. Risk-taking - Introversion, - Sociolinguistic factors
8. General intelligence (IQ) 8. Intelligence - Extroversion, - Markedness
9. Sense modality 9. Field - Anxiety, - Protoypicality
preference independence - Empathy, - Language distance
10. Sociological preference 10. Anxiety - Risk-taking, - Developmental factors
11. Learning with peers vs. - Sensitivity to 3. Cognitive Factors
learning with teacher rejection. 1 Interlanguage
12. Cognitive styles - Inhibition, 2. Fossilization
13. Learner strategies. - Tolerance. 3. Linguistic universal
4. Cognitive Style 4. Individual differences
- Hemisphere - Beliefs
specialisation - Affective state
5. Learning strategies - Age
6. Other factors - Aptitude
- Memory, - Learning styles
- Awareness - Motivation
- will, - Personality
- sex. - Learning strategies
- birth order. - Classroom
- prior experience. interaction
- Formal instruction
(Source; After Ellis, 1994:472)
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Motivation appears to be a huge factor in the success or lack of success in the 
foreign language classroom setting. According to Van-Lier (1996) “motivation is a 
very important, if not the most important factor in language learning”. It has been 
identified as the learner’s orientation with regard to the goal of learning a second 
languge (Cookes and Schmidt, 1991:469).
According to Falk (1978), students who are most successful when learning a 
target language are those who like the people, admire the culture and have a 
desire to become familiar with or even integrated into the society. It is integrative 
motivation, which has been found to sustain long-term success when learning a 
second language (Taylor, Meynard and Rheault, 1977; Ellis, 1997; Crookes and 
Schmidt, 1991). In contrast, instrumental motivation is generally characterised by 
the desire to obtain something practical or concrete from the study of a second 
language (Hadson, 2000).
Thus the concept of language learning motivation has become central to a 
number of theories of second language acquisition. It has been widely accepted 
by teachers and researchers as one of the key factors influencing the rate and 
proficiency level of second and foreign language learning, often compensating for 
deficiencies in language aptitude and learning (Tremblay and Gardner, 1995:505; 
Dornyei, 1998:117).
This reinforces the personal experience in the classroom. It appears that 
students who are highly motivated perform better and achieve a higher 
proficiency level than those with low motivation levels. Besides, it seems that 
those students whose motivation is to meet native speakers people perform 
better than those who study Spanish to pass exams. As a consequence, I have 
chosen motivation as one of my variables to include in this study as it can 
increase the achievement of the target language and can have a great influence 
on L2 acquisition.
It has been claimed that language learning aptitude constitutes a relatively 
immutable factor (Carroll, 1981). This refers to the specific ability for language 
learning which learners are hypothesized to possess. Much of the early work on 
aptitude focused on developing tests to measure it.
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Carroll and Sapon (1959) developed the Modern Language Aptitude Test (MLAT) 
and Pimsleur (1966) developed the Pimsleur Language Aptitude Battery. These 
tests conceptualised aptitude in modular form. Different modules measured such 
skills as the learners’ ability to perceive and memorize new sounds, to identify 
syntactic patterns in a new language, to detect similarities and differences in form 
and meaning, and to relate sounds to written symbols. A study carried out by 
Skehan (1990) indicates the importance of aptitudes as an explanatory factor for 
both LI and L2 learning. As well as aptitude, attitude to learning and the 
perceptions (and beliefs) may have an intense influence on language learning 
and learning outcomes (Cotterall, 1995b:195).
Psychological theories on attitudes refer to an evaluative, emotional reaction 
(e.g. the degree of like or dislike associated with the attitudinal object) comprising 
three components: affect, cognition, and behaviour (Rajecki, 1990). Beliefs 
about language learning (metacognitive knowledge) consist of general 
assumptions that students hold about themselves as learners, about factors 
influencing language learning and about the nature of language learning and 
teaching (Victori and Lockhart, 1995:224). Students tend to develop an active 
and autonomous attitude that allows them to take charge of their learning. On the 
other hand, mistaken or uninformed beliefs about language learning may lead to 
dependence on less effective strategies, resulting in indifference toward learning, 
poor cognitive performance, classroom anxiety and a negative attitude to 
autonomy (Victori and Lockhart). Teachers must therefore acknowledge and 
respect students’ attitudes, beliefs, and expectations and help them overcome 
any harmful perceptions and blocks as well as enhancing students’ awareness of 
their personal weaknesses and strengths and of their task and strategic 
knowledge. According to Mantly-Bromley (1995), students beliefs differing from 
those of the teacher can lead to frustration, dissatisfaction with the course, 
unwillingness to perform communicative activities, and to lack of confidence in 
the teacher, as well as affecting achievement.
According to McIntyre and Gardner (1991b), research has confirmed the 
existence of language anxiety’ and its effect on second language learning, 
pointing to a reciprocity between anxiety and proficiency such that ‘even in
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optimum conditions, students can experience destructive forms of anxiety. Up to 
half of all language students experience debilitating levels of language anxiety, 
and language anxiety can cause students to postpone language study 
indefinitely, (Reid 1999:297). Because of this, language anxiety has been the 
subject of a good deal of research, on the assumption that an understanding of 
its causes and investigation into how to reduce language anxiety will improve 
learner performance and increase learning satisfaction by easing tensions and 
reducing demands on cognitive processing space (Eysenck, 1979). 
Consideration of psychological aspects of learning is important in the study of 
anxiety, as can be seen in Scovel’s (1978:134) reference to an emotional state of 
‘apprehension, a vague fear that is only indirectly associated with an object’. 
According to Horwitz et al (1986), anxiety is a subjective feeling of tension, 
apprehension, nervousness, and worry associated with an arousal of the 
autonomy nervous system. Anxiety is a state which can have both negative and 
positive effects, and which motivates and facilitates as well as disrupting and 
inhibiting cognitive actions such as learning. Izard (1972) defines three types of 
anxiety (trait anxiety, state anxiety and situation-specific anxiety) identifying 
reactions of fear, distress, anger and shame (including shyness and guilt) on the 
negative side, and interest and excitement on the positive side.
Another factor influencing second language proficiency is cognitive styles. This 
is the term used to refer to the way people perceive, conceptualise, organize and 
recall information. Various dimensions of cognitive style have been identified in 
psychology but the one that has attracted the most attention in SLA is field 
dependence/independence. Field-dependent learners operate holistically, 
whereas field-independent learners are analytic. The main research hypothesis is 
that field-independent learners will be more successful at formal, classroom 
learning, but the studies completed to date provide only limited support for this 
hypothesis (Greiffth and Sheen, 1992). It was also pointed out that cognitive 
styles are often culturally determined, acting ‘as kind of unintentional hidden 
curriculum’ with obvious implications for student orientation, material 
development and teachers training. Scarcella et al (1990:114) talks of ‘cognitive 
and interactional patterns, which affect the ways in which students perceive, 
remember, and think’. Reid (1999) summarises these ideas, proposing three
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major learning styles (cognitive, sensory and personality). The cognitive learning 
styles are: field dependent/independent, analytic/global, and reflective/impulsive. 
The sensory styles are: perceptual (auditory, visual, tactile kinaesthetic and 
haptic) and the environmental styles (physical and sociological). The last one is 
personality styles, which are: temperament, tolerance of ambiguity and right/left 
hemisphere learners.
First language transfer seems to be a commonly agreed factor when learning 
any second language, one’s first language (L1) influences the acquisition 
process. However, the extent of linguistic transfer, the “copying” of L1 features - 
particularly of grammatical characteristics - onto the L2 has yet not been 
explained unambiguously. Nichol (2001) argues that though they have 
automatized the retrieval and use of L2 rules, even highly proficient L2 speakers 
might - unconsciously - use production routines from their native language, 
leading to ungrammatical L2 utterances. This negative transfer may sometimes 
lead to drastic divergences from the rules of the L2 (Odiin, 1989). However, in 
contrast to negative transfer, positive transfer may facilitate second language 
acquisition. For example, similarities in the lexicon (e.g. striking lexical similarities 
in Romance languages such as Spanish and Italian) may make it easier for 
learners to acquire vocabulary (OdIin, 1989). Similarly, analogies in LI and L2 
may provide learners with advantages in the acquisition of certain grammatical 
structures (Ellis, 1994).
This reinforces the personal experience in the classroom. Students whose have 
a similar linguistic background to Spanish or have a better knowledge of 
grammar appear to perform better than those who do not have these. Therefore,
I have chosen transfer as one of the variables to include in this study because 
transfer of LI knowledge of grammar can help the students to understand better 
the grammatical structures of the target language, having a positive impact on L2 
achievement.
Personality is another important factor linked to language learning success. It 
seems that extroversion is positively associated with language learning success 
according to Larsen-Freeman and Long (1991:185). Rubin (1975) describes the 
good language learner as having a strong desire to communicate, which
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according to psychologist, is also considered to be a characteristic of extroverted 
people. She also suggested that if good language learners were successful in 
communication, their motivation to acquire the necessary tools to continue 
communication would increase. Rossier (1975) reported that students may be 
motivated to learn a language and integrate with a certain language group, they 
may not be able to implement this desire efficiently if they do not have an intense 
desire to communicate and interact in general. This, he says, may explain in part 
why certain students who appear to be highly motivated fail to attain proficiency 
in a foreign language. According to Rossier (1975); Rubin (1975) and Seliger 
(1977), extroverted people create more opportunities to practice the language, 
obtain input, and experience success in communicating. As for personality, 
learning strategies take an important part in language learning success.
Language learning strategies (LLS) include those techniques that learners use 
to remember what they have learnt (Robin, 1987:19). LLS also include receptive 
strategies, which deal with receiving the message and productive strategies, 
which relate to communication (Brown, 1994). LLS have been classified in 
several different ways. O’Malley et al. (1985:582-584) categorized strategies into 
metacognitive, cognitive and social affective. Oxford (1990a) indicated that LLS, 
are steps taken by the learners in order to improve language training and 
develop language competence. Moreover, she divided strategies into direct and 
indirect involving information, memory behaviours, vocabulary knowledge, 
grammar rules, thought and mental process. Robin classified strategies in terms 
of processes contributing directly or indirectly to language learning.
According to Chamot and Kupper, (1989), it is evident that all language learners 
use language learning strategies of some kind; however, the frequency and 
variety of use vary between different learners and depend on a number of 
variables. In general, it is agreed that the use of language learning strategies is 
positively related to language proficiency. It appears that good language learners 
orchestrate and combine their use of particular types of strategies in effective 
ways, (Oxford, 1993). Research has indicated that more proficient learners 
seem to employ a variety of strategies in many situations than do less proficient 
learners. Investigations involving language learners often showed that the most 
successful learners tended to use learning strategies that are suitable to the task.
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material, self-objective, needs, motivation and stage of learning, (Oxford, 1990). 
Besides, factors such as gender, learning styles, cultural background, self- 
efficacy beliefs also influence the strategies that the language learner selects and 
uses, (Oxford and Burry-Stock, 1995; Green, 1992; Oxford, 1993)
Therefore, this reinforces the personal experience in the classroom. Some 
learners appear to use a variety of strategies to learn Spanish in the classroom 
or when studying, while others tend to use the same LLS for different activities 
and skills. As a consequence, I have chosen LLS as one of the variables to 
include in this study, as some LLS could be more efficient to use than other and 
could improve and increase the learners’ success of the target language.
Having seen some of the most important learner’s internal factors, it is 
appropriate to see what are the most important external factors, which affect 
learning and the proficiency level of the language.
2. External Factors
As the internal factors, the learner’s external factors also take an important part 
in language learning. External factors relate to the environment in which learning 
takes place. Behaviourist theories of learning view external factors as of central 
importance. Mentalist theories, however, emphasize the role played by learner 
internal factors, crediting learners with a Language Acquisition Device that 
enables them to work on what they hear and to extract the abstract ‘rules’ that 
account for how the language is organized.
Social factors probably have an indirect rather than a direct effect on L2 
learning. In particular, they are likely to be mediated by the attitudes that the 
learners hold in relation to the target language culture, the social value of 
learning, a particular need for and use of the target language. Social factors 
shape learners’ attitudes, which in turn, determine learning outcomes. The 
impact of social factors on learning outcomes has been studied in relation to L2 
proficiency rather than developmental patterns, as it has been generally 
assumed that social factors do not directly influence the process of L2 
acquisition, (Ellis, 1994)
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Another sociolinguistic factor, which has received considerable attention, is the 
age factor. Preston (1989) suggests that younger learners are more successful 
than older as they are more prepared to share external target-language norms 
because they are not subject to peer pressure and have not formed stereotypes 
of their own identities, (cited in Ellis, 1994). Besides, sex is another factor, which 
constitutes a biological distinction. On the contrary, gender constitutes a social 
one. According to Labov (1991:206) ‘there is little reason to think that sex is an 
appropriate category to explain linguistic behaviour’. It has been demonstrated in 
different studies by (Burstall, 1975; Boyle, 1987; Nyikos, 1990) that female 
learners generally outperform males in the classroom, as well as having a more 
positive attitude than males.
This reinforces the personal experience in the classroom. It appears that women 
grasp Spanish quicker than men and are more confidence performing the 
language than men, even when they are not sure on the answer. On the other 
hand, men seem to feel more ashamed to make errors, and as a consequence, 
do not achieve the language as fast as women. Therefore, I have chosen gender 
as one of the variables to include in this study, as it can be a factor, which could 
influence the learners’ performance on the target language and subsequently, 
the achievement of the target language.
In addition, something that may affect the nature and the extent of the input to 
which they are exposed is socio-economic class and ethnic background. Social 
class is a factor that affects L2 proficiency. Burstall (1975, 1979) found that the 
higher the social economic class, the higher the level of achievement, middle- 
class homes outperforming lower and working class homes. Ethnicity seems to 
be a factor, which has attracted more attention. Ellis (1994:207) distinguished 
among normative, socio-psychological and socio-structural views. The normative 
view emphasizes the effect of ‘cultural distance’. Svanes (1998) found that 
cultures that are closer to each other have a strong influence in L2 achievement.
The socio-psychological view emphasizes the role of attitude, which could vary 
according to setting. Learners with positive attitude about their own ethnicity and 
about the target language culture have an influence on motivation, having as a
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result higher level of L2 proficiency. According to the ethnolinguistic identity 
theory (Giles and Johnson, 1981), it is suggested that the attitude the learners 
have is based on learners’ sense of ethnic identity, which can also affect the 
nature of the target language interactions. Therefore, the status- and person- 
centred are more likely to succeed than those who are own in-group centred.
Variables Chosen for this Study
Having seen some of the most important and relevant factors influencing the 
second language success and proficiency level, I would like to expand and 
investigate in this research the relationship of three factors which have created 
major interest for me to research and will help me to answer the main research 
questions:
“What student characteristics have the potential to influence 
the ultimate level of Spanish language proficiency in particular 
in integrated classes of full time undergraduate students and 
part time associated students?
“Are there differences in these characteristics across the two 
groups and gender?
The factors selected as dependent variables are motivation, language learning 
strategies and transfer of first language. To see if these factors vary on different 
group, the full time undergraduate students, part time associated students, males 
and females were selected as independent variables as they are the 
representative groups in language classes in TVU and other institutions.
The reason to choose these variables was mainly influenced by the own 
experience of working with different types of students in the same classroom, 
(FTU, PTA, males, females, and different age-groups), and their own learning 
experiences. Both groups are motivated to learn Spanish as they decided 
voluntarily and were not a compulsory subject to study, for those doing the
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degree or for those associated external students. However, the PTA students, in 
general, perform better than the FTU students. Therefore, I asked myself if the 
type of motivation in both groups differ from one another. Also, it made me think 
if one type of motivation was better to learn languages than the other.
Besides, another thought was that one group of students could be using different 
language learning strategies, which are more effective and could affect to have 
better results and higher proficiency level than the other. Additionally, it also 
attracted my attention the fact that some students, especially youngest one, had 
some difficulties understanding some basic term of grammar. Some did not know 
what to conjugate a verb, or what an article was. Also, some students did not 
have a high educational background, not having, as a consequence, good 
grammar knowledge on their own language. Then, the knowledge of their first 
language was a factor of interest to investigate and find if had any effect on 
achievement of the second language.
Above all, the reason behind this is because a better understanding of the four 
groups would potentially assist teachers in facilitating learning in mixed groups.
Consequently, in order to develop some research questions and hypotheses for 
this study I would like to expand the literature, on the following factors, which are 
interrelated in a number of ways as seen in the previous Chapter 1:
1. Motivation (e.g. instrumental and integrative)
2. Language learning strategies (e.g. cognitive and metacognitive), and
3. Transfer of first language (e.g. how knowledgeable they are of their L1 
grammar and how well they use it)
1. Motivation
To be a successful learner. Van Lier (1996:98) points out that the student must 
have a high degree of motivation. Educators in general believe that all students 
can learn. However, the strength of desire and temperament to learn varies from 
one student to another. Some learn for the sheer purpose of knowledge and the 
intrinsic satisfaction it brings. Others are motivated by the external rewards such
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as getting an "A" grade or getting a job. In the real world, students bring a variety 
of cognitive and psychological inclination levels to the classroom. This section 
consists on several main points:
1. Definition of motivation,
2. Different studies on motivation,
3. Integrative and instrumental motivation, and
4. Development of the research questions and hypotheses.
1.1 Definition of Motivation
Motivation seems to be a difficult word to define because is it usually measured 
by self-reports, which can vary as much as anything imaginable (Gass, Susan, 
Selinker and Larry (2001). According to Gardner (1985), motivation involves a 
goal, an effort, a desire to attain the goal and a favourable attitude toward the 
activity in question. Motivation is also defined by Ames & Ames (1989) as the 
force to create and maintain intentions and goal-seeking acts. As said by 
Ngeow, Karen Yeok-Hwa (1998), motivation is important because it determines 
the degree of the learner’s active involvement and approach toward learning. It is 
the desire to achieve a goal, combined with the energy to work towards that goal. 
Along with many researchers, Oxford & Shearing (1994) claim that motivation is 
one of the main elements that determine success in developing a second or 
foreign language; it determines the extent of active, personal involvement in 
second language learning.
1.2 Different Studies on Motivation
Past research into L2 proficiency focused on the importance of motivation. As 
SLA research in this area has proven; 'motivation is clearly a highly complex 
phenomenon' (Ellis 1997:76). Motivation can be also distinguished as positive 
and negative motivation. Positive motivation is a response, which involves 
enjoyment of the task that learners perform (e.g. study to learn). On the contrary, 
negative motivation does not involve enjoyment. The task is undertaken for fear 
of undesirable outcomes (e.g. study for fear of failing).
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1.2.3 Integrative and Instrumental Motivation
The extensive studies of Gardner et al; Gardner & Lambert (1972); Gardner 
(1975); Gardner & McIntyre (1991) proposed two aspects of motivation which 
have been particularly influential. Many researchers have argued about the effect 
of two types of motivation on L2 proficiency -The Integrative and Instrumental 
motivation or Orientation Dichotomy' or what Skehan (1989) calls the ‘Internal 
Cause Hypothesis' and the instrumental motivation ‘the Carrot and Stick 
Hypothesis’ (Skehan 1989).
With Integrative Motivation the learner will be motivated if they have an interest 
in the people and culture of the L2 and as such, integrative motivation is strongly 
related to L2 learning. Other researchers; Oiler et al (1977,1978); Clement et al 
(1983,1985,1986,1994), have questioned the pre-eminence of integrative 
motivation in many different contexts. Crookes and Schmidt (1991), have 
criticized Gardner and Gardner’s work for their heavy reliance on questionnaire 
data. However, from the total number of studies in support of Gardner and 
particularly the research on classroom behavior by Gliksman, Gardner and 
Smythe (1982), it can be concluded that in a formal context, integrative 
motivation is strongly associated with L2 learning.
Instrumental Motivation is an interest in learning an L2 because of the practical 
value and advantages of learning a new language for instance to obtain good 
grades on exams which open up educational or career opportunities. 
Researchers in the field of SLA have tried to analyze the correlation between 
each motivation, and their effect on L2 achievement in different social contexts 
(Dornyei, 1990; Gardner & Lambert, 1972; Gardner & McIntyre, 1991). Gardner's 
Socio-educational Model, for example, was developed to explain L2 learning in 
classroom settings. The model suggests that learners who are motivated to 
integrate in the target language community develop a high level of L2 proficiency. 
The model is discussed in several versions of his research (Gardner, 1979, 1983, 
1985). According to earlier research by Gardner and Lambert (1972) regarding 
formal language learning of French in Canada, integrative motivation was seen 
as one strong predictor of L2 achievement.
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As Ellis (1994) observed, early research on the effect of instrumental orientation 
on L2 learning has produced conflicting results; Lukmani's (1972) study of female 
learners in India found that instrumental motivation was seen as an important 
orientation in learning L2 English in India; and Gardner and Lambert's (1972) 
Philippine research, found instrumental orientation to be a more powerful factor 
in learning than integrative orientation. Other research conducted by Oiler, Baca, 
and Vigil (1977) found a negative relationship between integrative motivation and 
L2 learning. Within the specific social context of the Philippines, Gardner and 
Lambert (1972) found that instrumental motivation accounted for the variance of 
English acquisition amongst Tagalog learners.
The conflicting data would appear to reflect the different learning contexts 
(echoing the questions raised by Oiler, Clement et al), with instrumental 
orientations more powerful in second language (L2) settings as opposed to 
Foreign Language (FL) ones. In my own FL context, the students had very little 
instrumental orientation. Although they had to pass all their courses to graduate 
from the college, this usually translated into a minimal level of performance in 
continually assessed work.
Motivation could be also the result of learning. According to Herman's (1980) and 
Skehan's (1989) this is the ‘Resultative Hypothesis’. Such resultative motivation 
contends that learners' who do well persevere, perceive success and maintain or 
increase motivation. On the contrary, it is also possible that those who do not 
succeed become discouraged and failing in their success. When that happenes, 
the low motivation results in low achievement. This causes low motivation, which 
forms a vicious circle resulting in negative motivation and therefore low 
achievement.
However, the study of Spolsky's (1989) does not support the view that better 
learning is caused by successful achievement. Studies made by Spolsky, 
(1989:153); Savignon, (1972); Burstall, (1975); Strong (1983,1984) Berwick and 
Ross, (1989) support the view that motivation is increased when success take 
place. Finally, motivation may also derive from an inherent interest in the tasks 
themselves.
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Therefore, to conclude, motivation has been seen as one of the key variables 
that affect students' L2 proficiency (Dornyei, 1990; Gardner, 1980, 1985; Gardner 
& Lambert, 1972). However, these findings varied according to the different 
learning situations. In the case of TVU, one group of students seems to be more 
highly motivated than the others as their aim to learn language vary between the 
groups and the type of motivation seems to influence it. Therefore, this study 
focuses on the students' type of motivation and its influence on L2 proficiency. 
Consequently, some assumptions have been based upon previous research and 
some research questions on motivation can be formulated, in general.
1.4 Development of the Research Questions and Hypotheses.
After reviewing the literature of motivation some questions and hypothesis have
been formulated. These are presented next.
How does motivation influence the ultimate level of target second 
language proficiency?
First, a more specific question with reference to the student groups is:
Are there differences in strength of integrative and instrumental 
motivation for the full time undergraduate students and the part time 
associated students and differences by gender?
And secondly, the more general question about factors related to learning.
Is there a difference in the strength of influence of integrative motivation 
on second language achievement between the full time undergraduate 
students and the part time associated students as indicated by a 
correlation between motivation, LLS and transfer of L1 knowledge of 
grammar, and the total scores on the achievement tests in Spanish?
2. Language Learning Strategies
Having seen the theoretical background on motivation, the theoretical 
background on language learning strategies will be presented. This section 
consists of several points of interest:
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1. Introduction,
2. Definition of language learning strategies,
3. Factors affecting language learning strategies choice,
4. Cognitive and metacognitive language learning strategies,
5. Language learning strategies and L2 proficiency, and
6. Development of the research questions and hypotheses.
2.1 Introduction
Learning strategies refer to the activities by which learning is achieved. For 
example, reading aloud, copying notes, consulting peers, asking the instructor for 
clarification are all learning strategies. The use of learning strategies allows 
students to actively process information, thereby influencing their mastery of 
material and subsequent academic achievement.
1. Rate of acquisition
2. Proficiency level
Learning Outcomes
1. Motivation
2. Beliefs
3. Affective states
4. Leaner factors
5. Learning experience
Individual Learner Differences
Learner’s Choice of Learning Strategies
1. Quantity
2. Type
3. Frequency
1. Target language
2. Setting
3. Task performed
4. Sex
Situational and Social Factors
Fig. 2.2: The relationship between individual learner differences, -situational 
factors, learning strategies and learning outcomes. (After Ellis, 1994:530)
According to the model of L2 acquisition shown in Figure 2.2 below, individual 
learner differences (motivation, beliefs, affective states, general factors, and
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previous learning experiences) together with various situational factors (the 
target language being studied, whether the setting is formal or informal, the 
nature of the instruction, and the specific tasks learners are asked to perform) 
determine the learners' choice of learning strategies. These then influence two 
aspects of learning: the rate of acquisition and the proficiency level. The success 
that learners experience and their level of L2 proficiency can also affect their 
choice of strategies.
The study of learning strategies has seen and ‘explosion of activity’ in recent 
years (Skehan, 1991:285). The expression ‘learning strategies’ has been used by 
Rubin (1975): O’Malley et al. (1985), whereas Politzer and McGroarty (1985), 
named it as ‘learning behaviours’. Rubin (1981) termed it ‘cognitive processes’ 
and Seliger (1984) ‘tactics’. We will use the term learning strategies as it is the 
current term in use today and it was the term used in the earliest studies in this 
area.
2.2 Definition of Language Learning Strategies,
According to Ellis (1994:529), ‘a strategy consists of mental or behavioural 
activity related to some specific stage in the overall process of language 
acquisition or language use’. A distinction is often made between three types of 
strategies:
- Production strategy, consists of an attempt to use one’s linguistic system 
efficiently and clearly, with a minimum of effort.
- Communication: consists of attempts to deal with problems of 
communication that have arisen in interaction.
- Learning: consists of an attempt to develop linguistic and sociolinguistic 
competence in the target language.
Tarone (1980b:419) considers the first two of these under the heading ‘Strategies 
of language use’. It is also important to distinguish two types of learning strategy:
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-  Language learning strategy: is concerned with the learners’ attempts to 
master new linguistic and sociolinguistic information about the target 
language.
-  Skill learning strategies: concern with the learners’ attempts to become 
skilled listeners, speakers, readers, or writers.
A sample of definitions for language learning strategies taken from the recent 
literature reveals a number of problems. It is not clear whether they are to be 
perceived of as behavioural (and, therefore, observable) or as mental, or as both. 
Stern (1983) distinguishes between ‘strategies’ and ‘techniques’.
-  Strategies: (a general and more or less deliberate approaches to learning, 
for instance, and active task approach), and
-  Techniques: (constitute observable forms of language learning behaviour 
evident in particular areas of language learning such as grammar, for 
instance, using a dictionary when necessary)
According to Oxford (1989):
“Language learning strategies are behaviours or actions which 
learners use to make language learning more successful, self­
directed and enjoyable"
Oxford appears to see them as essentially behavioural, whereas Weinstein and 
Mayer (1986) see them as both behavioural and mental saying that they are 
‘behaviours and thoughts that a learner acquires during the learning process’. In 
Table 2.3 below, we could see some main classification of learning strategies. 
Learning strategies are also seen as conscious and intentional or as 
subconscious. This is addressed by Chamot (1987) who refers to them as 
‘deliberates actions’. He said that are ‘techniques, approaches or deliberate 
actions’ that learners take to help learning.
There is also the concern whether learning strategies are seen as having a direct 
or and indirect effect on interlanguage development. Rubin (1987) somewhat 
controversially, asserts that the effect is a direct one. But other researchers, such
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as Seliger, consider it to be more indirect -strategy use provides learners with 
data, upon which the ‘deep’ subconscious processes can work. Anderson (1980- 
1983) distinguishes three stages of skill-learning:
The cognitive stage: where the learner is involved in conscious activity 
resulting in declarative knowledge.
The associative stage: where the learner strengthens the connections 
among the various elements or components of the skill and constructs 
more efficient production sets.
The automatic stage: where execution becomes more or less 
autonomous and subconscious.
There are also differences in opinions about what motivates the use of learning 
strategies. All the definitions recognize that they are used in an effort to learn 
something about the L2 but Oxford (1989) also suggests that their use can have 
an affective purpose (e.g. to increase enjoyment).
Table 2.3: Main classification of language learning strategies by authors.
Rubin
(1981)
O ’Malley, Chamot, 
Stewner-Manz., 
Kupper and Russo 
(1985)
Oxford
(1990)
O ’Malley and 
Chamot (1990)
1. Learning strategies 1. Metacognitive 1. Direct Strategies 1. Metacognitive LS
Cognitive Strategies Memory strategies
Metacognitive Cognitive strategies 2. Cognitive LS
2. Cognitive Strategies Compensation
2. Communication strategies 3. Social/Affective LS
Strategies 3. Social Mediation
Strategies 2. Indirect strategies
3. Social Strategies Metacognitive
strategies
Affective strategies
Social strategies
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2.3 Factors affecting language learning strategies choice,
According O’Malley et al., (1985); Chamot et al. (1987, 1988); Ehrman, 1990) 
learners differ substantially in the overall frequency and the particular types of 
strategies they use. It has been questioned whether this variation is related to L2 
proficiency and to differential success in learning an L2. One of the factors that 
have been found to affect strategy choice are situational and the social factors 
such as the language being learnt (Politzer, 1983), the learning setting (Chamot 
et al., 1988), the type of learning tasks (Hosenfeld, 1979), and the learner’s sex 
(Oxford and Nyikos, 1989). Another factor is beliefs about the language learning.
There is evidence that individual learner differences are also related to strategy 
use. Learner’s beliefs about language learning (Bialystok, 1981b), the learner 
factors of age (Oxford, 1989), motivation (Oxford and Nyikos, 1989), and 
personal background, (e.g. study habit or previous language experience. 
(Ehrman, 1990), emerge as important factors that take part in the choice of 
strategies used.
The strength of learners’ motivation can be expected to have a causal effect on 
the quantity of learning strategies they employ, (e.g. older learners who are 
strongly motivated and who have previous experience of language learning are 
likely to use more strategies more frequently). Oxford and Nyikos (1989:294), in 
a study of students of foreign languages in universities in the United States, 
found that ‘the degree of expressed motivation was the single most powerful 
influence on the choice of language learning strategies’. The type of motivation 
may also influence strategy choice. In the same study, Oxford and Nyikos 
reported that formal practice and general study strategies were more popular 
than functional practice strategies, perhaps reflecting the students’ strong 
instrumental goal of fulfilling course requirements and obtaining good grades in a 
programme that stressed analytical skills. However, in a different context an 
instrumental motivation can result in a preference for more communication- 
orientated strategies, as Ehrman’s (1990) study of adults’ students at the US 
Foreign Service Institute learning languages for career reasons showed. On the 
contrary, there is weak evidence that supports the idea that learning strategies 
used are connected to learners’ affective state, language aptitude (Leino, 1982), 
learning styles (Willing, 1987) and personality (Ehrman, 1990).
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2.4 Cognitive and Metacognitive Language Learning Strategies 
Having seen the definitions and main characteristics of learning strategies on one 
hand and the factors that affect the strategies choice, let us concentrate on 
cognitive and metacognitive language learning strategies. Due to the limitation of 
the scale of the research, only the relationship between cognitive and
metacognitive language learning strategies and the L2 proficiency level will be 
investigated. The reason behind choosing these two types of language learning 
strategies is because cognitive language learning strategies (C-LLS) have been 
researched and recognize as effective ways of learning. On the other hand, 
metacognitive language learning strategies (M-LLS) have been considered as a 
very important aspect of learning strategy.
Cognitive Strategies
Most recently cognitive strategies have been broadly researched and are
recognized as effective ways of learning. Park (1995) synthesized the research 
findings on cognitive strategies and listed three categories: strongly effective 
strategies, weakly effective strategies, and strategies that need more research as 
we can see in Table 2.4.
Also, Weinstein and Mayer (1986) categorized learning strategies into eight 
types. However, West, Farmer and Wolff (1991) presented another
categorization: a) chunking (or organizing) strategies, b) spatial learning
strategies, c) bridging strategies and d) general purpose strategies.
The cognitive strategies classified by O’Malley et al. (1985) have been defined as 
follow:
1. Repetition: imitating other people’s speech overtly or silently.
2. Resourcing: making use of language materials such as dictionaries.
3. Directed physical response: responding physically ‘as with directives’.
4. Translation: using the first language as a basis for understanding and/or 
producing the L2.
5. Grouping: organising learning on the basis of common attributes
6. Note-taking: writing down the gist of texts.
7. Deduction: conscious application of rules to processing the L2.
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8. Recombination: putting together smaller meaningful elements into new 
wholes.
9. Imagery: visualising information for memory storage (e.g. to pretend to do 
something indicated in the sentences to make up about the new word).
10. Auditory representation: keeping a sound or sound sequence in the mind 
(e.g. to try to learn how to say something, speak it in own your mind first).
11. Key word: using key word memory technique, such as identifying an L2 
word with an L1 word that it sounds like.
12. Conceptualisation: placing a word or phrase in a meaningful language 
sequence.
13. Elaboration: relating new information to other concepts in memory.
14. Transfer, using previous knowledge to help language learning.
15. Inferencing: guessing meanings by using available information (e.g. to 
think of the whole meaning of the sentence, and then to get the meaning 
of the new word).
16. Question for clarification: asking a teacher or native for explanation, help, 
etc.
Table 2.4: Different categorization of cognitive strategies by authors.
Weinstein and Mayer 
(1986)
O’Malley et al. 
(1985)
Park
(1995)
1. Basic rehearsal 1. Repetition 1. Strongly effective strategies:
strategies 2. Resourcing - adjunct questions
2. Complex rehearsal 3. Directed physical - reflective questions
strategies response - summarization
3. Basic elaboration 4. Translation - note taking
strategies 5. Grouping - keyword method
4. Complex elaboration 6. Note-taking - pegword method
strategies 7. Deduction - method of loci
5. Basic organizational 8. Recombination - organizer
strategies 9. Imagery
6. Complex 10. Auditory 2. Weakly effective strategies:
organizational representation - underlining
strategies 11. Key work
7. Comprehension- 12. Conceptualisation 3. Strategies that need more
monitoring strategies 13. Elaboration research;
and 14. Transfer - concept mapping
8. Effective and 15. Inferencing - diagrams
motivational 16. Question for - matrix frames
strategies. clarification - signalling
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Metacognitive Strategies
Metacognitive strategies have been considered as a very important aspect of 
learning strategy. Metacognitive strategies focus on establishing one’s 
metacognition on learning. The definition of metacognition relates to an 
individual’s awareness, knowledge, and use of the monitoring process of 
cognitive goals for the purpose of increasing understanding and retention of 
learning material (Brezin, 1980). In other words, metacognition is the cognition 
about monitoring and regulating the cognitive process. According to Bonds, C., 
Bonds, P. & Peach (1992), metacognition includes two basic aspects. The first 
aspect is that the learner is aware of the nature of the learning task and the 
requirement for reaching this task. The second one is that the learner possesses 
knowledge pertinent to finishing the learning task. Therefore, people with 
metacognitive strategies have the knowledge of new information and cognitive 
strategies. However, according to Ellis (1994:555) advanced learners tend to use 
more metacognitive strategies. They have been classified differently by different 
authors as we can see in Table 2.5.
Table 2.5: Different categorization of metacognitive strategies by authors.
Brezin
(1980)
O’Malley et al. 
(1990)
1. Planning strategies 1. Advance organiser
2. Attending strategies 2. Directed attention
3. Encoding strategies 3. Selective attention
4. Reviewing strategies 4. Self-management
5. Evaluating strategies 5. Advance preparation
6. Self-monitoring
7. Delayed production
8. Self-evaluation
9. Self-reinforcement
Metacognitive strategies have been classified by Brezin (1980), into five classes 
of monitoring strategies:
1. Planning strategies include:
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- selecting -learning goals;
- preparing -activating relevant memory schemata;
- gauging -determining difficulty of tasks and depth of processing 
involved;
- estimating -predicting the information processing demands of the 
task.
2. Attending strategies include:
- focusing -on materials;
- searching -relating presented information to memory;
- contrasting -comparing presented information to memory;
- validating -confirming presented information with existing knowledge.
3. Encoding strategies include:
- elaborating -linking presented information with existing knowledge;
- qualitatively relating -linking presented information with deeper levels 
of existing knowledge.
4. Reviewing strategies include:
- confirming -using new information;
- repeating -practice recall;
- revising.
5. Evaluating strategies include:
1. testing -determine the consistency of new information;
2. judging.
However, according to O’Malley and Chamot (1990:44), metacognitive strategies 
are “higher order executive skills that may entail planning for, monitoring, or 
evaluating the success of a learning activity”. O’Malley, Chamot, Stewner- 
Manzanares, Kupper and Russo (1985) classified metacognitive strategies as 
follow:
1. Advance organiser, planning the learning activity in advance (e.g. to 
review before going into the class).
2. Directed attention: deciding to concentrate on general aspects of a 
learning task.
3. Selective attention: deciding to pay attention to specific parts of the 
language input or the situation that will help learning.
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4. Self-management: trying to arrange the appropriate conditions for 
learning (e.g. to sit at the front of the class to hear better the sound).
5. Advance preparation: planning the linguistic components for a 
forthcoming language task.
6. Self-monitoring: checking one’s performance as one speaks (e.g. to 
cut short a word, sometimes, after realizing it was said wrong).
7. Delayed production: deliberately postponing speaking so that one 
may learn by listening (e.g. to keep the talking time short and hope 
that is understood and learn by listening.
a Self-evaluation: checking how well one is doing against one’s own 
standards.
9. Self-reinforcement: giving oneself rewards for success.
2.5 Learning Strategies and L2 Proficiency
According to Ellis, (1994) some studies have examined whether there are 
specific strategies that are related to L2 proficiency. In a series of studies, 
Bialystock investigated the relationship between four strategies and L2 
proficiency. In her main study (in 1981b) Bialystock investigated students 
studying French in Grades 10 and 12 in Canada. She collected information on 
the student’s reported use of the strategies in oral and written tasks. Proficiency 
level was measured by means of oral and written tasks that required attention to 
meaning and to form. She did not find any relationship between inferencing and 
proficiency. However, the functional practice, formal practice and motioning were 
related to proficiency in the Grade 12.
Based upon this research on language learning strategies, some assumptions 
have been made and some research questions on language learning strategies 
can be formulated next.
2.6 Development of the Research Questions and Hypotheses
After reviewing the literature of LLS some questions and hypotheses have been
formulated. These are presented subsequently.
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How do language learning strategies (LLS) influence the ultimate 
level of target second language proficiency?
The first specific questions related to the four groups is,
Are there differences in strength of cognitive and metacognitive LLS for the 
full time undergraduate students and the part time associated students and 
differences by gender?
And secondly, with reference to learning.
Is there a difference in the strength of influence of cognitive LLS on second 
language achievement between the full time undergraduate students and the 
part time associated students, as indicated by a correlation between LLS, 
motivation, and transfer of L1 knowledge of grammar, and the total scores on 
the achievement tests in Spanish?
3. Transfer from the L1 to the L2
Having reviewed the literature on two of the variables chosen for this study, 
motivation and LLS, this last section will review the literature on the last variable 
chosen for the study, transfer, which is the incorporation of features from the L1 
to the L2. This section is divided into six sections state below:
1. Introduction,
2. Definition of transfer and interference,
3. Manifestation of transfer,
4. Factors affecting transfer,
5. Transfer in writing and reading,
6. Development of the research questions and hypotheses
3.1 Introduction
LI and L2 are very different at the semantic level for language-learners. Second 
language learners have a semantic system worked out but sometimes new 
boundaries have to be learnt, and semantic orientations, such as gender, are
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particularly difficult for older learners, especially if their mother tongue has a 
different, or none, system of classification. This supports the Contrastive Analysis 
Hypothesis, previously defined, in that L1 has a definite influence on the learning 
of L2. However, L1 is no longer considered an annoying ‘interference’ in 
learners’ efforts to acquire a second language.
The learners’ success in learning a L2 may be influenced by many other factors, 
such as environmental, social, economic, cultural, and also linguistic. Transfer 
has been considered a very important factor on learning a second language. 
Odiin (1989:4), reflecting a consensus that grew throughout the 1980s 
comments:
“Despite the counterarguments...there is a large and growing body of 
research that indicates that transfer is indeed a very important factor in 
second language acquisition”
The role of transfer in SLA has undergone significant revision over the past 30 
years from the glory days of contrastive analysis. But now let us start defining 
first of all the terms ‘interference’ and ‘transfer’.
3.2 Definition of Transfer and Interference
According to Ellis (1994), the term ‘interference’ and ‘transfer’ are closely 
associated with behaviourist theories of L2 learning. However, it is now broadly 
accepted that the influence of the LI is not the only form of error. Consistent with 
behaviourist theories, the main impediment to learning was interference from 
prior knowledge. Transfer was defined by the behaviourist psychologists as 
the ‘automatic’, ‘uncontrolled’, and ‘subconscious’ use of previous learned 
language in the effort to create new responses, (Dulay, Burt, & Krashen, 1982). It 
was then divided into negative and positive. Negative transfer was defined as the 
result of differences between a specific feature in the LI and the L2, which 
usually result in error due to the use of the habits in the L I , which has been used 
into the L2. Such errors or ‘bad habits’ were considered damaging to successful 
language learning because they prevented the formation of the correct target- 
language habits. The commonly held view was that ‘like sin, error is to be
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avoided and its influence overcome, but its presence is to be expected’ (Brooks 
1960).
Positive transfer, on the contrary, was defined as the process that occurs when 
the LI and the L2 have similar patterns or structures, having as a result correct 
performance and use of the language because the patterns in the L2 are similar 
to the LI. Both, types of transfer refer to the automatic and subconscious use of 
old behaviours in a new learning situation.
Educational psychologists and educators have described transfer as the use 
of past knowledge and experience in new situations. For instance, if one already 
knows what a verb is and what it is to conjugate a verb, this does not have to be 
learned again in the second language. Thus, these skills involved in using the 
grammatical concepts of the LI are transferred into the new language. A further 
use of transfer refers to a characteristic of the learner’s performance, which could 
reflect the characteristics of the LI resulting in what this group called ‘transfer 
errors’. These errors could be the results of negative transfer process, internal 
process or other external factors.
In addition, Kellerman (1987:3) defined transfer as ‘those processes that lead to 
the incorporation of elements from one languge into another’. Odiin, (1989:27) 
defined ‘stratum transfer’ as the influence resulting from the similarities and 
differences between the target language and any other language that has been 
previously acquired. He also defined ‘borrowing transfer’ as the influence of the 
L2 on the LI. According to Ellis, (1994:28), language transfer is the incorporation 
of LI features into the knowledge systems of the L2.
Interference has been more recently used by Ellis, (1994) as negative transfer. 
However, it has been used by Corder, (1983) as communication transfer. One of 
the examples is in the case where the LI and L2 are used in the same sentence 
and is called code mixing. Another example is the alternative use of the LI and 
the L2 within discourse, and it is called code-switching. Interference has been 
also used to refer to psychological and sociolinguistic phenomena. The former 
refers to the influence of old habits when new ones are learned, and the latter 
refers to language interactions, such as linguist borrowing and language
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switching when the L1 and the L2 are in contact. For instance, it is characteristic 
of socially and economically linguistic minorities in United States such as 
Spanish who use what is called ‘Spanglish’ language, (Weinreich, 1953).
Thus in SLA, the patterns of the learner’s mother tongue get in the way of 
learning the patters of the L2, (Dulay, Burt, and Krashen, 1982). Borrowing can 
take place under conditions of cultural contact such as Spanish borrowing from 
words from English such as printeando (printing), aplicar (to apply) or cliquear (to 
click), (Espinosa, 1975) Code switching is most often used by more proficient 
bilingual learners. It consists on the insertion of a word or short phase from one 
language into another. For instance: In Spanglish, ’He is doing the best he can 
para no quedarse atras...’ In English. ‘He is doing the best he can in order not to 
be kept back’, (Espinosa, 1975). (see Appendix II, p.234 for a sample of 
borrowing on the ATW)
3.3 Manifestations of Transfer
Ellis (1994:302) classified the use of transfer into four main categories:
1. Error
2. Facilitation
3. Avoidance
4. Over-use
3.3.1 Error (negative transfer)
In the area of grammar, including syntax and morphology, the incidence of errors 
that are traceable to characteristics in the first language is relatively low, about 
4% to 12% for children (Dulay and Burt, 1974; Gonzalez and Elijah, 1979: 
Venable, 1974; Ervin-Trip, 1974), and 8% to 23% for adults, (White, 1977; 
LoCoco, 1975). Errors occurred as a result of the negative transfer of mother 
tongue patterns into the learner’s L2. It is possible to identify a number of other 
manifestations of transfer, however, three of which will be considered here such 
as facilitation, avoidance, and over-use.
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3.3.2 Facilitation (positive transfer)
The learners’ L1 can also facilitate L2 learning. Facilitation is evident in the 
reduced number of errors and in the rate of learning. Odiin (1989) points out that 
facilitation can only be observed when learners with different native languages 
are studied and learner comparisons are carried out. Grass, (1979, 1983) and 
Hyltenstam, (1984), both support this view in their studies which show that 
transfer can have a facilitative effect. Besides, Grass (Ibid.) claimed that transfer 
interacts with other universal factors. In addition, Hyltenstam (1984) claimed that 
the facilitative effect on the LI is evident in other aspects of L2 acquisition, which 
is evident when two languages share a large number of cognates. This is the 
case of Spanish and Italian, which learners can make use of written input straight 
away.
3.3.3 Avoidance (underproduction)
The case of avoidance takes place when the learners avoid linguistic structures, 
which they find difficult because there are great differences between the LI and 
the L2. Kellerman, (1992) distinguished among three types of avoidance. The 
first one occurs when the learners already have an idea of the L2 structure or 
form and they anticipate problems. The second one is when they find it too 
difficult to use the target language (this happens mainly in oral production), and 
the third one is when the learner already knows what to say and how but is 
inhibited by the environment for example.
3.3.4 Over-use (overproduction)
Over-use takes place when the learners overgeneralise L2 rules. Therefore, it is 
more the result of intralingual process. Levenston, (1979) stated that learners 
find some words very easy to use, and they apply their use or generalized to a 
number of contexts. For instance one of the cases of over-use for English 
students of Spanish is the use of rules in regular verbs for those verbs which are 
irregular, (e.g. querer = to want: Yo quiero -over-used : yo quero-). The verb has 
been conjugated following the regular form.
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4. Factors Affecting Transfer
Transfer constitutes an important factor in L2 acquisition. Increasingly 
researchers have searched for the conditions that promote and inhibit transfer. 
Some of the factors affecting transfer, and which incorporate linguistic, 
psycholinguistic and sociolinguistic factors are:
- Psychotypology: the perceptions that speakers have regarding the 
similarity and difference between languages. Kellerman (1978) has 
shown that learners’ perception of the distance between their native 
language and the target language affect learning. The closest to the 
culture and the target language the higher achievement.
- Markedness: the extent to which specific linguistic features are ‘special’ in 
some way.
- Social Factors: the effect of the addressee and of different learning 
contexts on transfer.
- Language level: phonology, lexis, grammar, and discourse.
- Prototypicality: the extent to which a specific meaning of a word is 
considered ‘core’ or ‘basic’ in relation to other meanings of the same 
word.
- Developmental factors: factors relating to the natural processes of 
interlanguage development. Wode, (1976) has shown that transfer occurs 
only when the learner reaches a ‘natural’ stage or acquisition, which has 
a crucial similarity to some native language structure.
5. Transfer of Writing and Reading Skills
5. 1 Transfer of Writing Skills
Writing in a second language is a challenging and complex process. Lower L2 
proficiency writers rely more heavily on their LI during the writing process in 
order to sustain the process and prevent a breakdown in language, (Gumming,
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1989). A study, on the effect of LI used during L2 writing, made by Jones and 
Tetroe (1987) shows that the lower L2 proficiency writers, who did not use the 
LI, were less effective in their planning. Those who did use their LI produce 
more details during the planning stage of L2 writing. Therefore, writing transfer 
from LI to L2 facilitates more abstract thought during planning.
Language transfer is another important cognitive factor related to writing errors. 
The errors made by students in their L2 writing are reviewed as linguistic ones 
and are caused by limited knowledge of the target language. In this case, the LI 
leads to interference or negative transfer, (Soter, 1988). A writer’s LI plays a 
complex and significant role in L2 acquisition. When learners write under 
pressure they may call upon systematic resources from their native language for 
the achievement and synthesis of meaning, (Widdowson, 1990). In addition, 
contrastive studies, focused on characteristics of LI languages and cultures, 
have helped us predict rhetorical error in writing, (Spack, 1997). Input and 
interaction also play important roles in the writing process, especially in 
classroom settings.
Some studies have also indicated that input, along with LI transfer need to work 
together to shape interlanguage (Ellis, 1994; Sellinker, 1972). Social and 
cognitive factors and learner strategies help us in assessing the underlying 
reason why L2 learners exhibit particular errors. For instance, the writing 
problems experienced by Spanish speakers living in the United States may be 
due to a multiplicity of factors, including the effects of transfer and interference 
from the Spanish language and cultural norms, (Plata, 1995).
According to Farch, Haastrup and Phillipson, (1984) learner’s with LI, which are 
more synthetic, e.g. languages like Latin, which express many types of meaning 
by means of affixes or declension, and which have a freer word order, have 
difficulty in learning an analytic language because they are not accustomed to 
paying sufficient attention to word order. In addition, they also stated that 
inexperienced learners are less aware of some grammar such as how to 
conjugate verbs or word order characteristic than of vocabulary. This implies that 
they may have more tendencies to transfer LI syntactic patterns to L2 than to 
transfer vocabulary.
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5. 2 Transfer of Reading Skills
It has been agreed by a number of research studies into the relationship between 
L1 and L2 reading that there is a kind of linguistic threshold when transfer of L1 
strongly affects the ability to L2 reading. The Linguistic Interdependence 
Hypothesis or what Anderson, (1984) called Reading Universal Hypothesis, 
implies that we do not need to learn reading in L2 if we have a certain level of LI 
reading ability. It proposes that LI reading ability transfers to L2. On the other 
hand, the Linguistic Threshold hypothesis, called the Short-Circuit Hypothesis by 
Clarke, (1988), said that before LI reading ability transfers to L2 it is necessary 
to attain threshold level of L2. This implies that L2 learners need to acquire some 
basic linguistic knowledge on L2 reading before they are able to read in L2.
These two hypotheses integrated by Anderson, (1984) in one question querying 
whether reading in a foreign language is a reading problem (a weakness in what 
is called higher level mental operation such as prediction, analysis, synthesizing); 
or a language problem (the weakness in the knowledge and skills required for 
processing L2 linguistic properties such as orthographic, phonological, lexical, 
and knowledge specific to L2).
Studies such as Taillefer (1996) and Yamashita (1999) support the linguistic 
interdependence hypothesis when the relationship between LI and L2 reading 
ability becomes stronger (e.g. the contribution of LI reading ability to L2 reading 
ability increases) when the learners’ L2 proficiency becomes higher. Yamashita 
(1999), reported that the vocabulary makes a larger contribution than grammar 
for all the readers’ levels. Yamashita also found out that grammar was more 
important for the lower level readers and vocabulary for higher-level readers. 
Therefore, vocabulary and grammar are significant predictors of L2 reading 
ability for learners at all levels with a heavier weight on vocabulary.
In addition, according to Brisbois (1995) when readers’ L2 language ability is 
slightly above the minimum level, the contribution of L2 language ability is larger 
than that of LI reading ability. However, at some point between the minimum and 
the maximum levels, there should be a point where the contribution of LI reading
EdD 76 September 2004
The human factor and the development of a second language Chapter 2
ability becomes larger than that of L2 language ability. Another study carried out 
by Castantina (1999) documented that most studies point toward a lack of 
proficiency in a L2 as being the primary reason for L2 reading difficulties at least 
at lower levels of L2 competence.
A theory of L2 language acquisition that informs literacy instruction for teachers 
of bilingual learners is the cross-linguistic transfer hypothesis, (Koda, 1997). This 
theory is proposed that knowledge is transferred from the learners LI into the 
performance of cognitive and linguistic tasks in the L2. It also suggests that the 
greater the similarity in the writing systems of the two languages, the greater the 
degree of transfer, thus reducing the time and difficulties involved in learning to 
read and write the L2, (Odiin, 1989).
Having seen the literature on transfer of LI knowledge into the second language, 
some questions and hypothesis were formulated. These are now presented.
How does the L I transfer influence the ultimate level of target second 
language proficiency?
The first specific question is related to the four groups.
Are there differences in how knowledgeable they are of their own language 
learning and how successfully they can transfer L1 grammar to the second 
language for the full time undergraduate students and the part time 
associated students and are there differences by gender?
And secondly, with reference to learning.
Is there a difference in the strength of influence of how knowledgeable they 
are of their own language learning between the full time undergraduate 
students and the part time associated students, as indicated by a correlation 
between transfer of L1, motivation and LLS, and total scores on the 
achievement tests in Spanish?
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Conclusion
This chapter has set out to increase understanding in SLA by reviewing the 
literature on second language acquisition and other related literature on factors 
affecting second language proficiency level. This chapter also identifies and 
selects three variables of interest: motivation, LLS and transfer of L1 into L2. 
These variables will be explored within the framework of mix classes ability 
groups learning Spanish as a foreign language at a beginning stage. In addition, 
it also identifies some research questions and hypotheses.
The next Chapter 3 will discuss the research design and methodologies that 
were adopted for the study.
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R e s e a r c h  D e s ig n  a n d  M e t h o d o l o g y
The previous chapter reviewed the literature on second and foreign language 
acquisition. It looked at relevant theories, hypotheses and models, factors 
influencing second language acquisition and the choice of variables for this 
study.
This chapter describes the research methods and material used in the study. It 
consists of six main headings:
1. Introduction,
2. Research questions and hypotheses,
3. Research variables,
4. Research design and variable map,
5. Research methodology, and
6. Conclusion.
The introduction describes the research plan and methods to applied as well as 
the research strategies. It looks at the design process of this thesis. It shows the 
main questions and hypotheses of the study. It also contains the main hypothesis 
guiding the study and the design of the question with the illustration of the 
variable map. Besides, it describes the research institution; the population; type 
of instrument; and its data collection process. In addition, it has the description of 
the variables, instruments and the different data analysis used.
Introduction
This section will describe the research plan and methods to be applied in the 
research as well as to explain the research strategies used.
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1. Research plan and methods to be applied
This is an exploratory and empirical study as all the information obtained was 
gathered through experience and direct data collection. It was mainly descriptive 
as it collected and displayed quantitative data. It also identified differences in 
groups, finding which group (full time undergraduate students or part time 
associated students) tends to achieve a higher target language proficiency level.
The type of study was predictive, as it will identify the existence and strength of 
any relationships between instrumental and integrative motivation, cognitive and 
metacognitive language learning strategies preferences and the language 
proficiency level, (Black, 1999). The purpose of the study will be explanatory, as 
we will investigate the potential influence of the three dependent variables 
(motivation, language learning strategy (LLS) and transfer of LI knowledge of 
grammar) in the target language proficiency level of the students. Besides, this 
social science research is approached in an educational and linguistic ontology 
or perspectives.
2. Research strategies
The study adopted the inductive research strategy. It collected data related to 
certain concepts. It produced limited generalization, and it searched for patterns 
in the data. The design was considered ex post facto, as it has limited control 
over possible independent variables, since they tend to be the result of life 
experiences (e.g. FTU and PTA students and gender). The validity of the 
independent variables will depend on the quality of the sampling from groups that 
have undergone the life experiences that constitute those variables, (Black, 
1999). This type of design is systematic empirical enquiry in which there is not 
direct control of independent variables because they are inherent not 
manipulable.
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Research Questions and Hypothesis
Learning a second or foreign language is not an easy task. Some learners find it 
more difficult than others and even more difficult to attain a full target language 
proficiency. Some factors responsible for this situation have been widely 
researched. However, the relationship among some of these factors and the 
target language proficiency level is less well documented.
Therefore, the focus of this study is the research of the relationship among, 
motivation type, language learning strategies preferences, transfer of L1 
knowledge of grammar and their influence on the second language achievement 
level in two different types of students (full time undergraduates and part time 
associated) studying together in the same classes.
The central question formulate for this study, on which the research is based, 
could be written simply as:
“What student characteristics have the potentiai to infiuence 
the uitimate ievei of Spanish ianguage proficiency in particuiar 
in integrated ciasses of fuii time undergraduate students and 
part time associated students?
The intention is to answer this main question looking at motivation, LLS, and 
transfer of L1 knowledge of grammar. The purpose of this study is to investigate 
first of all, how motivation (integrative/instrumental) influences the ultimate level 
of Spanish language. Also of interest is, whether there are any differences 
between the two distinguished groups (full-time undergraduate and part-time 
associated). Therefore, the main research question in relation to motivation is as 
follow:
How does motivation influence the ultimate level of target second 
language proficiency?
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More specific questions are:
Are there differences in strength of integrative and instrumentai 
motivation for the fuii time undergraduate students and the part time 
associated students and differences by gender?
is there a difference in the strength of infiuence of integrative motivation 
on second ianguage achievement between the fuii time undergraduate 
students and the part time associated students, as indicated by a 
correlation among motivation, LLS, L1 knowledge of grammar, and the 
total scores on the achievement test in Spanish?
As these are to be resolved by quantifying the variables, the main operational 
hypothesis formulated based on the previous questions for the differences in the 
independent variables between the two distinguished groups will be as follow:
‘There wiii be a statistically significant difference in the strength of 
integrative and instrumental motivation across the mean scores for the 
fuii time undergraduate students, the part time associate students and 
gender, as measured by the motivation questionnaire’.
Alternatively, this can be expressed as a null hypothesis (Ho).
‘There wiii be no statisticaiiy significant differences between FTU and 
PTA students between male and female in their type of motivation 
within their own group, nor wiii there be any significant interactions. ’
A further hypothesis can be expressed as
‘There wiii be statisticaiiy significant links between integrative motivation 
and second ianguage achievement based on the mean scores of the fuii 
time undergraduate students and the part time associate student 
measured by the achievement tests, as indicated by a correlation 
between motivation, and the total scores on the achievement tests in 
Spanish’.
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This too can be expressed as a null hypothesis (Ho),
‘There will be no significant correlations in the two groups between 
achievement and motivation. ’
The purpose of this study was also to investigate first of all, the strength of LLS 
(cognitive and metacog nitive) influences on the ultimate level of Spanish 
language. Also of interest was, whether there are any differences between the 
two distinguished groups (full-time undergraduate and part-time associated). 
The main research question for this dependent variable is as follow:
How do language learning strategies (LLS) influence the ultimate 
level of target second language proficiency?
More specific questions are:
Are there differences in strength of cognitive and metacognitive LLS for 
the fuii time undergraduate students and the part time associated 
students and differences by gender?
is there a difference in the strength of infiuence of cognitive LLS on 
second ianguage achievement between the fuii time undergraduate 
students and the part time associated students, as indicated by a 
correlation between LLS, and the total scores on the achievement tests in 
Spanish?
The main operational hypothesis formulated based on the previous research for 
the differences in the independent variables between the two distinguished 
groups will be as follow:
‘There wiii be a statisticaiiy significant difference in the strength of 
cognitive and metacognitive LLS across the means scores for the fuii 
time undergraduate students and the part time associate students and 
gender as measured by the LLS questionnaire’
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Thus, stated as null hypothesis (Ho).
‘There will be no statisticaiiy significant differences between FTU and 
PTA students, and between males and females in their type of ianguge 
learning strategies within their own group’
A further hypothesis can be expressed as:
‘There wiii be statisticaiiy significant links between cognitive LLS and 
second ianguage achievement based on the mean scores of the fuii time 
undergraduate students and the part time associate students as 
measured by the achievement test, as indicated by a correlation between 
LLS, and the total scores on the achievement tests in Spanish’
The null hypothesis is:
‘There wiii be no significant correlation in the two groups between LLS 
and achievement’
It is also one of the purposes of the study, to investigate how the L1 knowledge 
of grammar influences the ultimate level of Spanish language. Also of interest is, 
whether there are any differences between the two distinguished groups and how 
successfully they are transferring the skills. The main research question was as 
follows:
How does the L1 transfer influence the ultimate level of target 
second language proficiency?
More specific questions are:
Are there differences in how knowledgeable they are of their own 
ianguage learning and how successfuiiy they can transfer L1 grammar to 
the second ianguage for the fuii time undergraduate students and the part 
time associated students and are there differences by gender?
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Is there a difference in how knowledgeable they are of their own language 
learning between the full time undergraduate students and the part time 
associated students, as indicated by a correlation between transfer of L1, 
motivation and LLS, and total scores on the achievement tests in 
Spanish?
The main operational hypothesis formulated based on the previous questions for 
the differences in the independent variables between the two distinguished 
groups will be as follow:
‘There wiii be a statisticaiiy significant difference in how knowledgeable 
they are of their own ianguage learning and how successfuiiy they can 
transfer L1 skiiis across the mean scores of the fuii time undergraduate 
students and the part time associate students and gender, as measured 
by the L1 knowledge of grammar tests’.
Thus, stated as a null hypothesis (Ho),
‘There wiii be no statisticaiiy significant differences between FTU and 
PTA students, and between males and females in their transfer of L1 
knowledge of grammar within their own group, nor nay significant 
interactions’
A further hypothesis can be expressed as:
‘There wiii be statisticaiiy significant links how knowledgeable the 
students are on their own ianguage learning and second ianguage 
achievement based on the mean scores of the fuii time undergraduate 
students and the part time associate student measured by the 
achievement test, as indicated by a correlation between L1 transfer, and 
the total scores on the achievement test in Spanish ’.
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Stated as a null hypothesis (Ho),
‘There will be no significant correlation in the two groups between L1 
transfer and achievement. '
Research variables
For the convenience of use and application of statistical tests, the terms 
dependent and independent variable were used consistently during this study 
irrespective of the research design being ex post facto’ and explaining potentially 
non-causal relationship. This section contains two parts:
1. Differences across groups, and
2. Possible influences on achievement.
The variables measured take on different roles for the two types of research 
questions.
1. Differences Across Groups
The dependent variables in the first part of the analysis for this research are:
- Motivation: instrumental and integrative.
- Language learning strategies: cognitive and metacognitive.
- Transfer of L1 knowledge of grammar and use.
The aim is to see if these variables vary with the four independent variables, the 
student groups, which are:
- The full time undergraduate (FTU) student,
- The part time associated (PTA) student,
- The male (M) students, and
- The female (F) students.
The validity of the independent variable, Xa relies on the quality of the sample, 
RSa. Therefore, this resolves the question about possible differences in
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characteristics across the four groups, motivation, LLS and L1 knowledge of 
grammar, and the overall achievement. This was answered with ANOVAS.
All four groups have different set of experiences, which may introduce 
extraneous variables. Therefore some differences in the groups could be 
attributed to their own differences in life experiences. The variable map for the 
study is shown in Fig. 3.1 on the next section. All groups were representative of 
their respective populations. It was intended to have groups with equivalent 
proportion of males and female so non-equivalent gender distribution would not 
be a source of confounding variables. However, there are more female students 
learning languages than males in all groups. In general, the part time associated 
students will be older than the undergraduate students (above 22 years old) 
although some of the undergraduate students will be mature students returning 
to education. However, both groups have been exposed to study Spanish for the 
same number of hours per week and at the same level.
It has been taken into consideration that some of the students have knowledge or 
speak another language. Individual linguistic factors could be an extraneous 
variable affecting the use of transferable skills from one language to another.
2. Possible influences on Achievement
The dependent variables in the second part of the analysis for this research is:
- Achievement.
The aim is to determine which of the following are justifiable as potential 
independent variables:
- Motivation,
- LLS, and
- LI knowledge of grammar.
This part will be answered, for each of FTU and the PTA groups, with 
correlations and the regression equations. Correlations will resolves the question 
about the relationship across variables -motivation, LLS and LI knowledge of 
language, and achievement. Stepwise regression will identify which influenced
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achievement. Part correlation will find out the contribution of the significant 
variables to achievement.
Research Design and Variable Map
This section contains two parts:
1. Research design and variable map for testing differences across 
groups, and
2. Variable map for testing possible influences on achievement.
1. Research Design and Variable Map for Testing Differences Across 
Groups.
The Ex Post Facto design is adopted for the study into the differences in strength 
of influence of motivation, LLS preferences and the transfer of L1 knowledge of 
grammar. These dependent variables were only observed and not manipulated. 
It allowed the investigation of the variables in the natural settings. The research 
design is shown below.
Table 3.1: Summary of ex post facto design process
X  ^ RS .
Life experience Representative 
(independent sample
variable)
FTU-m Xa- 
FTU-fXb- 
PTA-m Xc_
PTA-fXd
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2. Variable Map for Testing Possible Influences on Achievement.
The Ex Post Facto design is also adopted for the study to determine which 
variable motivation, LLS preferences and the transfer of L1 knowledge of 
grammar are factors linked to achievement. The variable map for factors 
affecting achievement is shown below in Fig. 3.2
Cognitive
LLS
Metacognitive
LLS
Integrative
Motivation
Instrumental
Motivation
L1 Knowledge 
of grammar
Achievement
Fig. 3.2: Variable map for possible influences on achievement.
Research Methodology
In this chapter we have seen the research questions and hypotheses, the 
research variables and the design of this study and the variable map. The 
research methodology will be presented in this section. It contains eight parts.
1. Source of sample,
2. Research population,
3. Common group’ trait,
4. Approaches employed for selection,
5. Description of the instruments,
6. Data collection process.
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7. Data analysis used, and
8. Data analysis.
1. Source of sample
The source of sample selected for this research is Thames Valley University 
(TVU). It is a further and higher education institution with a great number of 
students of Spanish language. The students in this institution can study 
languages as a minor optional module or as an extra and only subject studied in 
the university. The reason behind this is that it provides an exemplar sample of 
mixed languages classes.
TVU offers general language modules, which are interesting and relevant to the 
wide range of students in order to motivate them and prepare them better for 
employment or to survive in a real environment situation. In relation to 
languages, TVU offers courses relevant to the future career of the students 
undertaking their degree. Also, these courses have been tailored to cover the 
needs of those associate student students who will need the language for 
everyday situations in the real environment. These students benefit from an 
accessible and relaxed course, which has influenced their motivation to learn and 
the continuity from one semester to another. The high credit value of language 
modules (100 learning hours, 10 credits) makes it very demanding for many 
students, both associate students from the local community and the full time 
students who study a language as an extra to their full time studies. As a result, 
this institution offers a language provision that is not only closer to the students’ 
needs but also accessible without being too cumbersome for the two different 
type of students undertaking languages as a foreign language.
2. Research population
TVU provides an appropriate source to obtain the population for the study. The 
immediate population, to which the findings of this study are to be generalised, 
shares common traits, which we will see below. Both groups are adults’ students 
on the first year of Spanish as a foreign language. Theses two groups are:
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1. Full time undergraduate students, and
2. Part time associate students.
2.1 Full Time Undergraduate Students
The full time undergraduate students are currently undertaking their first degree 
in the institution. These students, in general, are under twenty years old. The 
majority of students are interested in learning languages as an added skill but not 
as a very large part of their degree, so a language is an optional minor module. 
However, the minor subject is retained for students who want to make languages 
a significant component of their studies, and because it is an easier way to obtain 
credits useful for their end result of their degree. Besides, they study a language 
as an opportunity to find their desired job and for a better preparation for future 
employment.
2.2 Part Time Associated Students
The part time associate students are those students who do not study any other 
modules in the university. These are mature students over twenty years old. In 
general, they work during the day and also have family commitments. These 
students want to learn languages for their own intrinsic interest, for example to be 
integrated into a Spanish speaking community. They want to develop their basic 
language skills necessary to deal with every day situations either on holidays or 
at work, either speaking or writing, or either reading material or listening to 
others.
3. Common Groups’ Traits
The two groups of students are similar to one another in the relevant traits (e.g. 
gender proportion, racial compositions, all of them are mature students, etc.) The 
students are typical students of mature people. According to institutions such as 
University of Nottingham, Leeds, or Bristol among other further and higher 
educational institutions, the groups and students’ characteristics attending 
language classes are equivalent with respect to their academic abilities, age.
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racial and gender compositions. Similarities in the relevant traits between the 
groups of students from different universities are essential to the external validity 
of the study. In addition, both groups follow the same academic language 
programme and university language syllabus. Both groups benefit from the short 
sessions. They attend the same number of tuition contact hours per week (1'’^^ ), 
plus having another five hours per week of independent learning to complete 
library and laboratory tasks. This is specified in the students Module Guide, and 
required for class presentation. They have the same assessment procedures.
The number of hours varies according to some institution between one and a half 
and two hours per week. The qualification obtained, in both groups, is the same 
with an equal number of credits and equivalent qualification. They also have the 
same teaching and learning facilities available (e.g. language laboratory, library, 
classroom, etc.).
4. Approaches Employed for Selection
The approach employed for this ex post facto research design ensured as 
representative a sample as possible, drawn from a well-defined population (on 
the basis of both judgement and convenience) in order to prevent the introduction 
of new extraneous confounding variables. This method drew a portion of the 
population, the sample, so that all possible samples of fixed size n have the 
same probability of being selected.
The approach employed for this representative selection was purposive 
sampling, for the two well-identifiable groups in order to ensure that they were 
homogeneous for the desired characteristics, (the two adult student groups doing 
Spanish as a foreign language at a beginners level), in order to avoid extraneous 
variables. TVU did not only provide a significant proportion of adult students of 
Spanish, and produce information from their natural setting, but it also enabled 
the gathering data from representative adults learners of Spanish at a beginners 
level.
The methodology used required each element of a population selected to be 
identified. The representative sample drawn from this population was based on
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10 classes per week with an average of 15 students per class from both groups. 
Therefore, as not all the students agreed to participate voluntarily, the total 
number of participants was 96. This sample size was considered adequate for 
this type of research. As this is an ex post facto study, the size is very important, 
the higher the samples size the more likely to find statistically significant results if 
they exist.
It was expected to have samples as close as possible the same size in each of 
the four groups. However, this was difficult as there was a majority of female 
students in all groups and there were more associated students learning 
languages than full time students.
All action conducted with the research took into consideration consistency with 
the ethical issues. The participants were informed about the purpose of the 
research what the research is about, who was undertaking it and why it was 
undertaken. All the information provided by them would remain confidential. As 
this type of research required collecting data at several stages, it required having 
actual names on documents, and total anonymity was not possible. However, at 
the time of writing the project, only coding numbers identified the subjects, not by 
names. Consequently, none of the participants would be identified with any 
result.
5. Description of the instruments
Having defined the institution and the population needed for this study, this 
section will outline and describe the instruments for the research. The 
development of the instruments will be described in the next chapter.
In order to obtain relevant data to answer the questions and hypotheses of this 
study the following instruments were developed to measure the specified 
variables:
1. Questionnaire to determine:
- Type of Motivation, and
- Language learning strategies preferences.
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2. Tests to measure:
- Transfer of L1 knowledge on grammar,
- Achievement (writing and reading).
3. Answer sheet.
The instruments used for this research consisted of a questionnaire, which 
contains two sections, one on motivation and the other one on language learning 
strategies (LLS). The other instruments are the tests to measure achievement, 
(writing and reading). Another test to measure how knowledgeable the 
participants are in their own L1 grammar is the L1 knowledge of grammar test.
The reason to test only writing and reading skills was, first of all, because of the 
time that the students had to dedicate to complete all the tasks and 
questionnaires. They completed it within their normal class; therefore, one 
session was committed only to complete these test. They would have not 
dedicated another class for listening and speaking. Even though, according to 
them, they learned from the tasks, they felt they lost one class, and had to be 
taught on an extra week in the end. Secondly, the oral production would have 
been more compromising for them as they do not feel confidence enough at this 
level and even less talking to somebody who is not their tutor. Finally, the time 
limitation for this research also influenced the choice of skills to be tested. To test 
all the participant on oral skills would have taken an enormous amount of time as 
I would have had to test them one by one. Therefore, I was considered that two 
skills, one receptive -reading and one productive -writing, would provide enough 
data to measure what I intended to measure.
5.1 The questionnaire
The questionnaire consisted of two sections -motivation and LLS. (Please refer 
to Appendix III a, p. 240, 241) The first section is the motivation questionnaire, 
which aimed to determine the levels of instrumental and integrative motivation in 
the subjects. Therefore, this instrument contained two sections A) integrative 
motivation (14 items), and B) instrumental motivation (12 items). Both sections 
were scored on a five points Likert Scale. The differences on motivation between
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groups and gender were analysed through the two-way analysis of variance 
ANOVA.
The second section on this instrument was the language learning strategies 
questionnaire, which aimed to determine the strength of preferences for the 
types of language learning strategies that the subjects had. The structure of the 
questionnaire consisted of section C) Cognitive LLS (11 items) and D) 
Metacognitive LLS (11 items). All the items were scored on a five points Likert 
Scale. The differences between LLS, groups and gender were analysed through 
a two-way analysis of variance ANOVA.
5.2 The tests
At this stage of the research, the students were at the end of the second 
semester (of two) for Spanish classes at the beginning level. Two different type 
of test were developed.
1. Transfer of LI knowledge of grammar test, and
2. Achievement tests -writing and reading.
These tests were original and produced exclusively for this research, as they 
were based on the material the participants learned during the year. 
Consequently, they had to be pre-tested and piloted previous to the data 
collection. The tests were produced bearing in mind the material taught to the 
students during the period of the first and second semester.
5.2.1 The LI Knowledge of Grammar Test
The LI knowledge of grammar test aimed to determine the level of knowledge 
the students have of their own language, which would potentially enhance the 
quick understanding of the foreign language equivalents. This test consisted of 
38 multiple-choice items in which 13 items belong to the first section called ‘verbs 
tenses’ and 25 items were under ‘grammatical categories’ section. Students had 
to select the only one correct alternative out of four. Verbs tenses consisted of 
the distinction among tenses in their own language (e.g. present tense.
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conditional, present perfect). The test of grammatical categories consisted of 
differentiating among auxiliary, regular and irregular verbs, nouns, articles, 
prepositions, conjunction, adjectives, adverbs, and possessives. This test was all 
English as was testing the knowledge of English grammar. (See Appendix III f:
L1 knowledge of grammar, p. 259.)
5.2.2 The Achievement Tests
The achievement tests consisted of two tests, which covered two language skills 
-writing and reading. They were based on the Waystage and Threshold 
Specification under the Association of Languge Testers in Europe (ALTE) 
Framework. The students, at this level and period of the year have covered 
between 150 and 200 hours of Spanish. Each semester of 15 weeks, have 21 
contact hours and students should have dedicated 79 hours of independent 
learning. The achievement aimed to determine the students’ achievement level 
on writing and reading. These tests are independent tests.
The writing test aimed to determine whether the writing achievement level was 
correlated with the dependent variables (motivation, LLS and LI transfer). It 
consisted of two sections -use of grammar, and writing a letter. Section 1 was a 
multiple-choice test where students need to choose the only correct answer out 
of four, and was based on verbs and grammatical categories. Section 2, was a 
continuous writing task where the students had to write an informal letter 
between 80 and 100 words. The estimated time to complete the writing test was 
between 30 and 40 minutes, (see Appendix III c-d, p. 245, 247 for the sample of 
the writing tests).
This writing test aimed to demonstrate the achievement level of the students on 
writing skills. The multiple-choice was analysed giving a point to each correct 
answer. The letter was marked according to the grammatical complexity of the 
statements, (see table 4.12 in chapter 4 to see the criteria for marking). Individual 
points were given for every correct grammatical category including spelling and 
punctuation. However, if a structure contained extra grammatical categories (e.g. 
extra article or preposition etc.) this was be penalized reducing one point (-1) for 
each extra unnecessary word. Each test, the use of grammar and the letter was
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analysed by a two-way analysis of variance (ANOVA) test to compare differences 
between FTU, PTA and gender.
The reading test aimed to determine whether the reading achievement level has 
been determined by the dependent variables. It consists of reading a factual text 
and to answer 19 multiple-choice questions in relation to the text, (see Appendix 
III e, for a sample of the reading test, p.253). This reading test contained six 
sections:
- recognising main ideas from the pictures,
- inferring meaning of words or word recognition,
- locating explicit details,
- interpreting concepts in the passage,
- recognising main ideas from the text, and
- comprehension of overall intent of the text.
The time to answer the question was estimated to be around 15 minutes. This 
measured the students’ comprehension skills to understand the text and how 
accurately they understood the text for specific information. Each of these 
categories was also analysed through a two-way analysis of variance (ANOVA) 
to see the differences between groups and gender.
In addition, correlation analysis was also carried out to find out the relationship 
between the two groups and gender, and the influence of the LI knowledge of 
grammar on writing and reading. A second correlation was needed to find out the 
relationship among all the dependent variables and the individual results on the 
Spanish tests. A further analysis took place using multiple regression analysis to 
learn more about the relationship between the dependent variables and the total 
scores in Spanish as can be seen in Chapter 5.
5.2.3 Answer sheet
This was devised in order to facilitate the analysis of findings and to have a better 
visual overall of the responses. It consisted of three pages. The first page was 
divided into 5 columns, which contained the sections in which each instruments 
is divided, and the numbers that correspond to each item. The participants had to
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write on the right side of each number the answer they considered correct. Page 
2 consisted of six questions on personal information (name, age, gender, 
nationality, type of course -FT or FT, and languages they speak. The last sheet 
provided a lined-space page to write the letter. For more details refer to Appendix 
III g, p.266.
6. Data Collection Process
The decision as to how to collect the data to answer the research questions, 
required consideration of the type of data to be collected, where they would come 
from, and how the subject would be selected.
6.1 Data: Type, Form and Source
The type of data used, were primary data, as it was generated by myself and I 
was responsible for the design of the study and the collection, analysis and 
reporting of the data. It was ‘new’ data, used to answer the specific research 
questions. In order to ensure objective and accurate results, all the findings were 
transformed in numerical form of data. The source of data was obtained from 
individuals in a natural setting environment, in other words, in their normal 
Spanish classroom.
6.2 Data Collection: Time, Venue and Procedure 
Previous to the completion of the questionnaire, the purpose of the research and 
ethical issues were explained to the students, (e.g., anonymity, confidentiality, 
voluntary participation), even though they were told in advance about the event. 
Therefore, in order to avoid faking replies and increase the instruments validity 
from the subjects the purpose of the study was communicated. Also, informing 
the subjects that the results would have no personal consequences of them and 
that results will be anonymous increased the validity of the results of the 
instruments. Besides, according to Grayer and Elton (1984:34), if the subjects 
know what the instruments were for, the intention of the research, and what part 
they play in it, they would also make them feel more relaxed.
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Most of the data was collected in their natural learning environment, and 
collected after they finished. This procedure was taken in order to avoid non­
responses or too late responses. The first test to be done was the L1 knowledge 
of grammar, as it was the most difficult for the students, taking approximately 15 
min. to complete. The writing test -the use of grammar and the letter, were the 
following test to be done, they took approximately 15 min. and 20 min. 
respectively. After finishing the writing test, they had a break of 10 minutes 
before completing the reading test and the questionnaires. Reading was the last 
test as it was the easiest. It took approximately 15 min. to complete. The final 
instruments to complete were the motivation and the LLS questionnaires with an 
approximate time of 10 minutes. The total time taken to collect the data within the 
group was of two hours and a half. All the data was collected within two weeks.
Some informal interviews took place only after the first trial with the pilot group. 
The interview took place on the following week previously to the normal class. 
That was necessary, as they did not complete all the points asked in the letter. It 
had to be clarified the reason why these items were not answered by the majority 
of the students. Was it because it was so difficult and they did not know, or was it 
because it was not very well stated on the question, or maybe because of the 
format of presenting the task? It was very strange, that in general, the 
participants, knowing that they used it correctly in previous several occasions, did 
not answer a particular question.
The main reason why most participants did not reply to that question was 
because they just missed it out. Therefore, the question was wondered differently 
and display with bullet points which had an easier visual reading. As a result, in 
the final test, all the questions were answered.
7. Data analysis used
The appropriate selection of statistical tests is an important part of research as it 
provides the answer to the hypotheses of the research. The statistical tools to 
resolve the hypothesis were the following:
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Descriptive Statistics: This preliminary exploration from questionnaires and 
achievement test, provided general information about the groups investigated, 
regardless of whether or not inferences about a population were to be made.
Correiation: between one dependent variable, L1 knowledge of grammar, and 
the individual achievement tests. Other correlations were made between all the 
dependent variables (motivation, LLS and L1 knowledge of grammar) and the 
total scores on the Spanish test.
Pearson r: this was calculated to find out what was the minimum correlation for 
statistical significance between L1 knowledge of grammar and the individual 
achievement test.
Pair of Correiations: this analysis was taken to find any statistical significant 
difference between the two groups for L1 knowledge of language and Spanish 
grammar.
Muitipie regressions: this analysis was taken for the second correlation 
between the dependent variables and the total scores on the Spanish test to find 
more about the correlation of those variables.
Part Correiation: this was used to describe the contribution of the variables 
individually, and the multiple correlation coefficient, R.
8. Data Analysis
The final core element of a research was the specification and justification of the 
methods to be used to analyse the data. Data analysis was a very slow and time- 
consuming process in order to have all the data in a quantitative form and in an 
appropriate database for manipulation by computer.
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All the data obtained from the participants was analysed with worksheets in 
Excel. The information obtained from tests and questionnaires was transferred to 
worksheets in Excel in form of tables.
8.1 Data analysis on pilot instruments
The analysis to carry out in order to assess the reliability and validity of the items 
in each instrument was an item-total correlation. For the motivation 
questionnaire, the LLS questionnaire and the writing test -the letter the same 
procedure was taken. The scores for these instruments, maximum 5 points for 
the questionnaires and 9 for the letter, were presented in a worksheet in Excel, to 
calculate the Cronbach’s alpha and item-total correlations. The first column 
contained the items numbers, while the first row contained the students' names 
codified as student 1 (Sti). (See Appendix IV, p. 268).
It was also provided the variance of individual questions Su and the variance of 
the whole test Sx^ , as well the coefficient alpha (a), which showed overall how 
consistent the items were. The value of (a) was influenced by the item-total 
correlation, which is, according to Black (1999) the correlation between the 
individual response scores for the item and the total score on the instrument. The 
value of (a) was expected to be the closest to 1 as possible to obtain a high 
reliability. When low or negative correlations were obtained, the results were 
improved by eliminating or changing these negative items. Thus the number of 
questions was reduced and consequently, the coefficient (a) increased. This 
means that the reliability of the instrument would also increase. (For more details 
on the analysis, refer to the items analysis sections in Chapter 4). For the 
multiple-choice tests, (LI knowledge of grammar, the use of grammar and the 
reading test), the Discrimination, Difficulty and KR20 were calculated.
8.2 Data analysis on final results
A two-ways analysis of variance ANOVA: was carried out to find if there were 
any differences between the dependent variable (integrative motivation, 
instrumental motivation, and also for cognitive LLS and metacognitive LLS), 
across the two groups (FTU and PTA) and gender.
EdD 102 September 2004
EdD
The human factor and the development of a second language Chapter 3
Correlations: were also needed to find out if there was any relationship 
between the two distinguished groups for each of the dependent variables and 
achievement test. The correlations were made first of all between the L1 
knowledge of grammar (as dependent variable) and, the achievement tests -the 
letter, use of grammar and reading. Pearson r  was calculated to find out what 
was the minimum correlation for statistical significant between L1 knowledge of 
grammar and the individual achievement test. Pairs of Correiations were also 
tested to find any statistical significant difference between the two groups for L1 
knowledge of grammar and Spanish grammar.
Other correlations were made between the dependent variables -motivation, LLS 
and L1 knowledge of grammar and the total scores on the Spanish test. 
However, to know more about the correlation among these variables and the 
total scores of Spanish, multiple regressions were used.
Muitipie regressions among variables: To learn more about the relationship 
among variables, multiple regression analysis was needed. Since this was a 
preliminary exploration. The process used data, from questionnaires and tests, to 
provide general information about the groups investigated, regardless of whether 
or not inferences about causality were to be made.
Part correiation: were used to find out the contribution of the significant 
variables to achievement. All the results on the analysis of finding are provided in 
Chapter 5.
Graphical aids: were be used to communicate and display visually the results of 
the preliminary exploration of the data. The mean scores were displayed by a 
table and graphically by a graph, which displays the mean values for both groups 
and gender.
8.3 Discussion of Findings
The discussion processes were based on how the results of the statistical test 
relate to the various theories previously stated in chapter two. These will support
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and justify any conclusions and links between the results and theories. These 
results are discussed in Chapter 6.
Conclusion
This chapter has provided an overview of the research plan, analytic methods to 
be applied and strategies. It contains the research questions and hypothesis and 
the research design of the study. It also provides the methodology used which 
contains the source of sample, the population, and description of the institution 
chosen. It also describes the procedure of data collection, analysis and 
discussion of findings.
The following chapter describes the development process of the research 
instruments and it provides a preliminary evaluation and the item analysis of 
each of the instruments used with the pilot group.
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EdD 105 September 2004
The human factor and the development of a second language Chapter 4
LIn s tr u m e n t  D e v e lo p m e n t
The previous chapter describes the research plan and methods used and applied 
as well as the research strategies, looking at the design process of this thesis, 
the main questions and hypotheses of the study. Besides, it describes the 
research institution; the population; type of instrument; its data collection 
process, and the data analysis used.
This chapter describes the development process of the research instruments -the 
questionnaires, the tests and the answering sheet paper. All the instruments 
have been designed by myself, and specifically developed to meet the 
measurement objectives of the study. Therefore, this chapter also provide a 
preliminary evaluation of these instruments, and in addition, measures of the 
reliability of these instruments. The reason why I devised my own tests was 
because I could test all the specific points of grammar, vocabulary and 
expression taught during the year.
This chapter consists of four parts. The first part is on the first instrument 
developed, the questionnaires. The second one is based on the tests, the next 
one is the answering sheet paper, and the last one is the conclusion.
1. Questionnaire:
- Section 1 : Motivation questionnaire, and
- Section 2: Language learning strategies questionnaire.
2. Achievement Tests:
- Achievement tests on writing (composition and use of grammar)
- Achievement test on reading, and
- L1 Knowledge of grammar test.
3. Answering sheet paper.
4. Conclusion
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In this chapter, is discussed the rationale behind the new instruments. It 
describes the procedures used to develop each particular instrument, including 
the measures that were taken for ensuring instrument reliability. Finally, it 
disclosed the practical problems that were encountered during the development 
process of the instrument.
Questionnaire
This section will discuss the development process of the questionnaire devised 
for this study. The presentation and layout were chosen so that it would be easy 
for the subjects to follow and would invite completion and reduce errors. The 
questionnaire consists of an introductory page and four pages of Likert 
statements. The introductory front page explains the aims of the questionnaire 
and it also gives a brief explanation of the content and how the statements 
should be answered. The introduction was intended to reduce the faking of 
replies by the subjects and increase the validity.
This instrument (see Appendix III, p.240), consists of one questionnaire, which 
contains two sections. Section 1, which it is based on motivation: A) integrative 
motivation, and B) instrumental; and Section 2, which consists of language 
learning strategies: C) cognitive language learning strategies (C-LLS), and D) 
metacognitive language learning strategies (M-LLS). In the next section we are 
going to see the development process and rationale of this questionnaire.
1. Section 1 : Motivation
This section describes the development process of the research motivation 
questionnaire. The strength of the students’ motivation can change rapidly and it 
is of great importance for successful L2 acquisition. It could be integrative (e.g., 
originate from the personal interest and internal needs of the learner), and it 
could be instrumental (e.g. originate from external sources such as material 
rewards).
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The instrument -Motivation Questionnaire- has been designed for post school 
age students of Spanish language, some as 18-22 and others as older adults 
learners. It is intended for any language level. However, this questionnaire was 
administered to beginner’s students due to time limit of the thesis and sample 
convenience.
1.1 Development Process of the Questionnaire for Section 1 :
Motivation
This Section 1 on Motivation, (Appendix III a, p. 240, 241) is a 26-item section of 
the instrument that is scored on a five point Likert Scale. Motivation is an 
example of a factor that is potentially unstable. It can change over a short period 
of time, vary under different circumstances, and is susceptible to faking at the 
moment which consequently lowers its predictive validity. Therefore, to increase 
the instrument validity, a few things will be taken into consideration, as will be 
seen below.
The issues addressed in the development of this section for the motivation 
questionnaire are:
1. Definitions of types of motivation.
2. Table of constructs for each type of motivation.
3. Format of the questionnaire on Section 1 : Motivation.
4. The Likert statements.
5. The response scales.
6. Length of the motivation questionnaire.
7. Preliminary evaluation of the motivation questionnaire through a trial 
with a small group.
8. Items analysis on the trial of the motivation questionnaire.
1.1.1 Definition of Types of Motivation
The content of the Motivation Questionnaire is based on Gardner’s (1985) 
Motivation questionnaire. The proposed inventory was made up to two factors: 
integrative and instrumental factors. Integrative motivation factors include:
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internal interest for learning a language (e.g., the interest to be integrated within 
the new group). Learners would be motivated if they have an interest in the 
people and culture of the L2 and as such, integrative motivation is strongly 
related to L2 learning. Instrumental factors include: external interest for learning a 
language (e.g. pass exams). Instrumental motivation arises out of a need to learn 
the L2 for functional or external reasons, which will open up educational or career 
opportunities.
1.1.2 Table of Constructs for Motivation
To enhance construct validity, it was necessary to maintain logical links across 
research questions, concepts and constructs hypothesis and instrument. As 
Black, (1999:220), stated, to obtain an instrument with high construct validity it is 
necessary to proceed systematically thought the stages of development. In order 
to ensure acceptable definition of abstract concepts, a list was produced of the 
contributing component (construct) for each concept. To ensure the validity of the 
final instrument this table of constructs produced general observable indicators 
before writing the final statements. This ensured the validity of the final 
instruments, the motivation questionnaire. It also allows one to consult the 
literature to consider the appropriateness of constructs as part of the definition.
As can be seen in Table 4.1 below, it has two main columns: constructs and 
concepts. The constructs cover the view of quality, which contains the main 
reason why the subjects study Spanish as a foreign language. The first five 
sections on the view of quality are focused on integrative motivation statements, 
while the next five sections are focused on instrumental motivation statements. 
The integrative motivation constructs are:
1. Meeting new people: it refers to their own personal interest to be 
integrated in the group and culture.
2. Own perceived aptitude for languages: their own ability to learn 
languages.
3. Appreciation of new culture: their own interest to learn about 
other culture.
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4. Increase of personal knowledge: their own interest to be more 
cultured.
5. Personal needs to reach a goal: their own motive to reach a 
goal.
Table4.1: Table of construct on motivation
Constructs Concepts
View of Quality Integrative Motivation Instrumental Motivation
1. Meeting new people Likert
A1,A2
2. Own perceived aptitude for 
languages
Likert 
A3. A4. A13
3. Appreciation of new cultures Likert
A5.A7
4. Increase of personal 
knowledge
Likert 
A6. A3. A9
5. Personal needs to reach a 
goal
Likert 
A10. A11. A12, A14
6. Exams results success Likert 
615. 816
7. Future career Likert 
617. 618. 619
8. Peer influence Likert 
620. 621
9. Fear of public 
embarrassment
Likert 
622. 623. 626 '
10. External needs Likert 
624. 625
On the other hand, the instrumental motivation constructs are:
1 Exam results success: the interest of learning just to obtain 
good grades.
2. Future career: the external interest to learn for a more 
interesting future career.
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3. Peer influence: the influence of the family, friends, and others to 
study.
4. Fear of public embarrassment: the motivation to learn just to 
avoid failure.
5. External needs: the necessity of study, imposed by others.
The abbreviations correspond to the questions in the motivation questionnaire. 
With this table I will cover all main statements needed to obtain data about the 
type of motivation student have to learn Spanish.
1.1.3 Format of the Motivation Questionnaire
The introduction was intended to reduce the faking of replies by the subjects and 
increase the validity. The initial questionnaire had all the items on instrumental 
motivation under odd numbers and all the items on instrumental motivation under 
pair numbers. However, in order to facilitate the analysis of data process, that 
was changed into two different sections, one on integrative motivation and 
another on instrumental. The second and third pages of the questionnaire 
contain a column with the motivation statements. On the left hand side of the 
page are the statements on motivation, (items A), and on the right there is a 
column with the Likert rating scale for each statement. Page 2 contains items A, 
which are statements about integrative motivation and page 3 contains the 
statement on instrumental motivation.
1.1.4 The Likert Statements
The motivation questionnaire was designed with matching equivalent items to 
enhance its reliability. Therefore, the statements were worded using short 
sentences to avoid misinterpretation and assure answers, which are reliable and 
valid. The use of clear and basic vocabulary and terminology for the subjects to 
understand the statements was taken into consideration. All the statements are 
in a positive form in order to avoid double negative statements or confusion at 
the time of completing and analysing the form. One sample of integrative 
motivation statement is item A1 :
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7 study Spanish because it wiil aiiow me to communicate with 
peopie from different countries’.
One of the items of instrumental motivation statement is item B15. A statement 
for this type of motivation is:
7 study Spanish because it will help me to obtain credits for my  
degree easily’.
1.1.5 The Response Scales
As mentioned above, the Likert technique was chosen as a measurement 
method. According to Thomas (1978) it is relatively easier to construct and has 
been shown to have a statistically high degree of validity and reliability. The 
statement of items A has been presented and the subject has to chose the 
number that expresses their agreement or disagreement on a five-point Likert 
scale (1 strongly disagree, 2 disagree, 3 uncertain, 4 agree, 5 strongly agree) 
and then write it on column 4 next to the correspondent item number. This 
achieves maximum reliability and validity. The only disadvantage, as Floid and 
Fowler (1995:156) stated of the five categories is that the respondent could tend 
toward the one end or the other of the scale for all responses, (e.g. answering all 
the same).
1.1.6 Length of the Motivation Questionnaire
The questionnaire was designed to have 26 items on motivation, in total. 
However, it is taken into consideration that the reliability would be increased with 
a higher number of questions, as Black, (1999:230) stated, “the more questions 
the higher the reliability”. On the contrary, twenty-six items are considered to be a 
good number since more items could reduce the propensity to responses. A 
combination of the time available for implementation, the required data and the 
cost and efforts in questionnaire preparation and production determined the 
questionnaire length.
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1.1.7 Preliminary Evaluation of the Motivation Questionnaire 
This motivation questionnaire was prepared specially for this study. Therefore, in 
order to increase the validity and reliability of the instrument, it was trialed and 
the statements revised. The motivation questionnaire was designed with 
matching equivalent items to enhance its reliability. Therefore, for those items 
that could be less clear or confusing, there was a second statement worded 
differently, but carrying the same message. Besides, to obtain higher reliability 
the initial pilot questionnaire was developed with a greater number of questions 
than those of the final instrument.
Subsequently, according to Black, (1999:220) through finding correlations 
between each item and the total score, those with the highest score would be 
included in the instrument. The correlation between items and the total score was 
calculated. Based on the results of the trial, the statements were revised before 
being accepted in the instrument. Thus, those that generate the highest reliability 
would be used in the final instruments (Black, 1999:219).
In this study, the motivation questionnaire was administered first of all to a trial 
group of 12 students undertaking Spanish classes for the first year in Thames 
Valley University. The trial group consisted of 8 females and 4 males. They were 
chosen because they shared the relevant characteristics in academic 
background (full time undergraduate students and part time associated students); 
and in academic level (first year Spanish beginners, under the same syllabus and 
curriculum). The trial subjects were given the questionnaire and explained the 
procedure to complete the answering sheet paper. The time for completion was 
between 4 and 8 minutes from the first student to the last one to complete it.
1.1.8 Item Analysis on the Motivation Questionnaire 
The item analysis is an analytical tool used to identify suspect items but not to 
explain why they are so (Black, 1999) and further analysis is required to identify 
the possible underlying causes for the poor items. The initial pilot questionnaire 
consisted of 36 items, divided into 19 statements on integrative motivation and 
19 statements on instrumental motivation. The first trial of this questionnaire had 
an internal consistency on integrative motivation of a = 0.31 and on instrumental
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motivation of a = 0.04 (Appendix IV a, p. 268: Initial item total correlation 
analyses on Motivation). However, the questionnaire was revised and those 
questions with a very low item total correlation were reworded and those double 
statements, with lower correlation, were eliminated, keeping the one with higher 
correlation. With this procedure was able to obtain a higher alpha, and therefore 
a higher reliability and validity on this instrument. Therefore, the new 
questionnaire consisted on 26 items, 13 of them belong on integrative motivation, 
and 13 items on instrumental motivation, having removed 6 from each test. Due 
to limited access to students, it was impossible to have a second pilot group to 
test the questionnaire. However, after revising and removing the weakest items, 
the item total correlation analysis improved, as did the value of alpha 
dramatically, as it is stated below. Table 4.2 and Table 4.3 display the results of 
the items analysis on the integrative and instrumental motivation items 
respectively on the questionnaire to be used in this study.
For better understanding of the tables on the total item correlation analysis, an 
explanation of symbols used is given subsequently.
Items = questions in the 
questionnaire or 
tests
Colums 2 to 12 = students
Si = variance of
individual questions 
for each item
Sj^  = variance of
individual questions
Rows AS, A7. = specific question 
in the questionnaire 
or tests
Sti = code for the 
students
= observe score 
variance for total test
Sx^ = observed score 
variance
item-total = correlation 
correlation coefficient
Z Sj = sum of all variance 
of items
Totals = total scores n  = total number of 
items
Means = mean of total
score of all students
ot = reliability coefficient
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Based on this total item correlation analysis, the new statements in the pilot 
questionnaire provide high validity and reliability on this part of the questionnaire 
with g = 0.65. Even though, items A 7, A23 and A25 had a very low correlation, 
the value of alpha was not very affected and the actual value is considered 
adequate. However, these three as well as ATI, A17, and A29 items were 
reworded to increase the validity of the questionnaire, and consequently the 
value of alpha and the reliability.
Table 4.2: Total item correlation analysis on integrative motivation, after eliminating weak 
items.
Items
St
1
St
2
St
3
St
4
St
5
St
6
St
7
St
8
St
9
St
10
St
11
St
12 Si S|:
Item-total
correlation
A5 3 3 4 3 2 1 1 2 3 4 2 2 0.96 0.92 0.43
A7 1 5 4 4 4 4 3 4 5 4 4 5 1.04 1.08 0.20
A ll 4 2 4 5 4 4 1 4 5 5 4 4 1.14 1.31 0.35
A13 2 4 4 5 4 4 5 4 4 5 4 4 0.76 0.58 0.56
A15 4 5 4 5 3 4 5 4 3 5 4 4 0.69 0.47 0.59
A17 3 5 4 4 4 4 5 4 5 5 3 4 0.69 0.47 0.39
A19 4 3 4 4 2 3 3 4 3 5 3 4 0.76 0.58 0.71
A23 4 5 4 5 5 5 2 3 2 4 3 2 1.18 1.39 0.29
A25 5 4 4 5 5 5 5 5 5 4 3 4 0.65 0.42 0.09
A27 2 2 3 3 1 4 2 4 5 4 1 3 1.21 1.47 0.51
A29 3 2 3 3 2 4 4 5 5 4 1 3 1.16 1.35 0.35
A33 4 4 4 4 4 4 4 3 1 5 3 4 0.94 0.89 0.47
A35 4 5 5 5 4 5 4 4 5 5 4 4 0.50 0.25 0.55
Totals 43 49 51 55 44 51 44 50 51 59 39 47 2 $ ; 11.17
Means = 48.58 n= 13
S: = 5.30 a = 0.65
s /  = 28.08
Based on the total item correlation analysis, on instrumental motivation, some of 
the statements had to be removed from the questionnaire due to low total 
correlation of items A6 = -0.13; item A16 = -0.06; item A24 = -0.42; item A26 = -
0.15, and item A36 = -0.20. With these changes the value of a was dramatically 
increased from a = 0.04 to a=  0.71. There were still some items with very low 
correlation such as A14, A18, A26, A30 and A32, however, the total value of 
alpha was not very affected and respectable a=  0.71. These weak items were
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re-worded in a different way in order to increase the reliability of the instrumental 
motivation questionnaire.
The following Table 4.3, on the next page, provides the total item correlation on 
the instrumental motivation items of the questionnaire.
Table 4.3: Item total correlation analysis 
weak items.
on instrumental motivation, after eliminating
Items
St
1
St
2
St
3
St
4
St
5
St
6
St
7
St
8
St
9
St
10
St
11
St
12 Si sf
Item-
total
correla
tion
A2 1 2 1 1 1 1 1 2 1 1 1 2 0.43 0.19 0.69
A4 1 2 1 1 1 1 1 3 1 1 1 4 0.96 0.92 0.52
A8 1 3 3 3 1 1 1 3 2 3 3 4 1.03 1.06 0.55
A10 1 2 2 2 1 1 1 3 1 2 1 2 0.64 0.41 0.80
A12 1 3 2 2 1 1 1 3 1 2 1 2 0.75 0.56 0.88
A14 2 2 4 4 1 2 1 1 2 4 2 2 1.09 1.19 0.24
A18 3 3 2 2 1 2 1 4 5 2 1 2 1.18 1.39 0.18
A20 2 3 3 1 1 2 1 1 2 3 2 2 0.76 0.58 0.38
A22 4 4 4 4 4 4 3 4 2 4 0.69 0.47 0.38
A26 2 1 1 1 1 2 1 2 1 1 1 1 0.43 0.19 0.15
A28 1 4 3 1 1 2 1 2 1 3 1 2 0.99 0.97 0.82
A30 2 2 1 1 1 4 1 1 1 1 1 1 0.86 0.74 0.18
A32 2 3 5 2 4 2 2 1 2 5 2 2 1.25 1.56 0.21
Totals 23 34 32 25 20 25 17 30 23 32 19 30 2$; 10.21
Means = 25.83 n= 13
Sx = 5.43 a = 0.71
29.47
2. Section 2; Language Learning Strategies
The previous section is focused on the development process of section 1 of the 
questionnaire based on motivation. This section describes the development 
process of the research language learning strategies (LLS) questionnaire. LLS 
have been considered as an important factor in the success of the second 
language learners. Like general learning strategies, language-learning strategies 
include those techniques that learners use to remember storage material and to 
learn new material (Robin, 1987:9). Language learning strategies are considered
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as a good sign of how good learners are in solving the problems they face in the 
learning process.
LLS have been classified mainly into cognitive and metacognitive. Cognitive 
strategies are used for consolidating and revising internal mental material and 
receiving and producing messages in the foreign target language. Metacognitive 
helps learners to exercise through planning, arranging, focusing and evaluating 
their own learning. In general, the use of language learning strategies is 
positively related to language proficiency and according to Chamot and Kupper, 
(1989): Oxford, (1993), appears that good language learners coordinate and 
combine their use of particular types of strategies in effective ways.
Section 2 of this instrument was designed, as the previous instrument, for post 
school age students of Spanish language, from eighteen to older adults learners.
It would be available for all levels of the language. However, due to the nature of 
the sample, it was administered only to beginner’s students for the trial.
2.1 Development Process of the LLS Questionnaire 
The LLS questionnaire, (see Appendix III b, p. 243), consists of a 22-items that is 
scored on a five point Likert Scale. The aim of this, section 2 is to determine the 
influence of language learning strategies on achieved level of the foreign 
language. This questionnaire provided quantitative data needed for the statistical 
tests, which will resolve the previous research questions.
In order to increase the instrument validity, a few things were taken into 
consideration. The issues addressed in development of the LLS questionnaire 
are:
1. Definitions of types of language learning strategies.
2. Table of constructs for each LLS.
3. Format of the questionnaire on Section 2: LLS.
4. The Likert statements.
5. The response scales.
6. Length of the LLS questionnaire.
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7. Preliminary evaluation of the LLS questionnaire through a trial with a 
small group.
8. Item analysis on the LLS questionnaire.
2.1.1 Definition of Types of Language Learning Strategies 
The content of the LLS section in this questionnaire is based on Oxford’s (1990a) 
Strategy Inventory for Language Learning, which was devised for assessing the 
frequency of use language learning strategies by students. Its reliability and 
validity are high, as it has been checked in multiple ways (Oxford and Burry- 
Stock, 1995). The proposed questionnaire was made up to measure cognitive 
and metacognitive strategies. Cognitive language learning strategies includes 
such activities as acquiring, selecting and organizing information, rehearsing 
material to be learned, relating new material to information in memory, and 
retaining and retrieving different kinds of knowledge. According to Brown (1987), 
metacognitive language learning strategies is more related to learning to learn. 
These strategies involve cognitive activities such as checking, monitoring, 
planning and predicting.
2.1.2 Table of Constructs for Each LLS
Logical link across the research questions, concepts, constructs hypothesis and 
instrument was necessary to enhance construct validity. A list of constructs for 
each concept was produced in order to ensure acceptable definition of abstract 
concepts. To ensure the validity of the final instrument this table of constructs 
produced general observable indicators before writing the final statements. This 
ensured the validity of the final instruments, the LLS questionnaire. It also 
allowed one to consult other aspects, and consult the literature for the 
appropriateness of constructs as part of the definition. The table of constructs 
consists of two main columns, the constructs and the concepts (see Table 4.4). 
The construct covers the view of quality, which contains seven sections. Three of 
these sessions on this view of quality are focused on cognitive language learning 
strategies while the other three focus on metacognitive language learning 
strategies.
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The cognitive language learning strategies are according to Oxford (1990b:363):
1. Cognitive process; practicing and repeating new words; 
deductive reasoning, translating, analysing; taking notes, 
highlighting, summarizing.
2. Memorisation: memory related, creating mental linkages, such 
as grouping and placing words in context; applying images and 
sounds to represent things in memory; structured reviewing; 
using mechanical techniques such as physical response.
3. Compensation: selecting a topic for discussion based on one’s 
knowledge of the language and shaping the discussion to avoid 
unknown vocabulary, guessing at words based on context, 
using gestures and coining words to communicate.
Table 4.4: Table of construct on language learning strategies
Constructs Concepts
View of Quality Cognitive LLS Metacognitive LLS
1. Cognitive process
(repetition, practice and use of items to 
enhance learning)
Likert 
C1, C2, C5
2. Memory-related
(to create mental links to remember 
things easily and more effectively, -e.g. 
learn a word thinking on a picture)
Likert 
C3, C4, C9, C10
3. Compensation
(e.g. guessing meanings for missing 
knowledge)
Likert 
C6, C7, C8, C11
4. Management
(organizing and evaluate learning)
Likert 
D12, D14, D17
5. Effective
(managing emotions and giving rewards)
Likert 
D15, D16, D20, D22
6. Social
(learning with others)
Likert 
D13, D18, D19, D21
On the other hand, the metacognitive language learning strategies are:
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1. Management: paying attention, organizing, setting goals and 
objectives, evaluating ones’ own performance.
2. Effective: using music or laughter as part of the learning 
process, rewarding self, making positive statements about one’s 
own progress, and discussing feelings.
3. Social: seeking correction, asking for clarification, working with 
peers, developing cultural understanding.
Each column provides the type of measurement that is going to be used for each 
answer, mainly Likert scale. The abbreviations correspond to the statements in 
the LLS questionnaire. This table covered all main statements needed to obtain 
data about the type of language learning strategies student use to learn and 
consolidate Spanish as a foreign language.
2.1.3 Format of the Questionnaire on Section 2: LLS 
The format of the questionnaire is as in the previous motivation questionnaire. 
The presentation and layout chosen is for the subjects to find it easy to complete 
and to reduce errors. This section of the questionnaire consists of two pages of 
Likert statements. The introductory front page, common for both sections, 
explains the aims of the questionnaire and it also gives a brief explanation on the 
content and how the statements should be answered. The introduction was 
intended to reduce the faking of replies by the subjects and increase the validity. 
The initial questionnaire had all the items on cognitive LLS under odd numbers 
and all the items on metacognitive LLS under pair numbers. However, in order to 
facilitate the analysis of data process, that was changed into two different 
sections, one on cognitive LLS and another one on metacognitive LLS. The two 
pages selected on LLS statements consist on items C -cognitive LLS; and items 
D -metacognitive LLS. They contain a column with the language learning 
strategies statements on the left (Items C and D), and the right column with the 
Likert rating scale for each statement.
EdD 120 September 2004
The human factor and the development of a second language Chapter 4
2.1.4 The Likert Statements
The statements in the questionnaire were short to avoid misinterpretation and to 
assure reliable and valid answers and were designed with matching equivalent 
items to enhance its reliability. Also taken into consideration was the use of clear 
and basic vocabulary and terminology for the subjects to understand the 
statements easily. All the statements are in a positive form in order to avoid 
double negative statements or confusion at the time of completing and analysing 
the form. One sample of cognitive LLS is item 01:
7 remember a new Spanish word thinking of a picture or situation 
where i would use the word’.
One of the items on metacognitive LLS statements is item D17. A statement for 
this type of LLS is:
7 use background music while studying to help me relax’.
2.1.5 The Response Scales
The statements of items 0  have been presented as mentioned above with the 
Likert scale as a measurement method. It is easier to construct and has been 
shown to have a statistically high degree of validity and reliability. The subjects 
have to choose the number that expresses their agreement or disagreement on a 
five-point Likert scale (1 strongly disagree, 2 disagree, 3 uncertain, 4 agree, 5 
strongly agree) and then has to be written down in the correspondence column 
and item number. The only disadvantage is that the respondent could tend 
toward the one end or the other of the scale for all responses (Floid and Fowler, 
1995:156). However, it is unlikely and this achieves maximum reliability and 
validity.
2.1.6 Length of the LLS Questionnaire
The LLS questionnaire was designed to have 22 items on language learning 
strategies. It has been taken into consideration that to increase the reliability of 
the instrument a higher number of questions would be beneficial. On the
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contrary, however, to increase the number of items could reduce the tendency to 
responses. As in the motivation questionnaire, a combination of the time 
available for implementation, the required data and the cost and efforts in 
questionnaire preparation and production determined the questionnaire length.
2.1.7 Preliminary Evaluation of the LLS Questionnaire 
This LLS questionnaire has been devised to measure the type of language 
learning strategies the subjects use specially for this study. The validity and 
reliability of the instrument has been increased in different ways. To obtain higher 
reliability the initial questionnaire was developed with a greater number of 
questions than those of the final instrument 15 items for cognitive and 15 items 
for metacognitive LLS, in order to have a number of items in the final 
questionnaire after eliminating weak items from the initial questionnaire. For 
those items that could be less clear or confusing, there was a second statement 
worded differently, but carrying the same message. Finally, the instrument was 
trialed and some statements were eliminated and others re-worded to obtain a 
higher value of alpha. The final items for the instrument were chosen after a 
correlation between each item and the total score on trial was calculated. As 
Black, (1999:219) stated, the items included in the final instrument were those 
with the highest score on the trial and which generate the highest reliability and 
maintained test validity.
2.1.8 Item Analysis on the LLS Questionnaire
The initial pilot questionnaire on LLS consisted of 30 items, 15 items for each 
LLS -cognitive and metacognitive. The trial on this questionnaire had an internal 
consistency on cognitive LLS of a  = 0.37 and on metacognitive LLS oc = -1.06. 
(See, Appendix IV b, p.270: Initial item total correlation analysis on the LLS 
questionnaire). The internal correlation of the items was lower than expected but 
it was increased in both, cognitive and metacognitive sections. The procedure for 
this was similar to the motivation questionnaire. After revising the questionnaire, 
the weakest statements, which were worded differently with low internal 
correlation, were eliminated. The cognitive section increased the value of alpha
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from a  = 0.37 to oc = 0.60. On the metacognitive section the procedure was the 
same with the difference that one of the statements in this section belonged to 
the cognitive LLS and that is why the value of alpha was so low oc = -1.06. After 
removing the weakest statements, the final questionnaire consisted of a 22-items 
questionnaire, in which cognitive and metacognitive LLS contained an equal 
number of statements of eleven each. The following Table 4.5 and 4.6 provide 
the item total correlation results on the new improved LLS questionnaire.
Table 4.5: Item total correlation analysis on cognitive LLS after eliminating weak items
Items
St
1
St
2
St
3
St
4
St
5
St
6
St
7
St
8
St
9
St
10
St
11
St
12 Si Si=
Item-
total
correlat
ion
B1 4 4 4 5 5 4 4 3 1 4 2 2 1.19 1.42 0.30
B3 4 4 4 4 4 4 5 3 4 4 4 3 0.49 0.24 0.68
B7 2 4 2 1 1 4 2 1 1 4 2 1 1.19 1.41 0.40
B11 4 4 4 2 4 4 5 1 4 4 4 2 1.12 1.25 0.63
B13 4 4 4 5 2 3 1 2 3 4 2 3 1.11 1.24 0.27
B19 4 3 4 2 4 3 5 4 5 2 2 4 1.04 1.08 0.25
B21 3 4 2 4 2 2 4 2 3 4 4 4 0.90 0.81 0.26
B23 2 2 2 1 2 1 4 1 1 4 1 2 1.04 1.08 0.65
B25 4 5 4 4 3 4 5 4 5 4 3 4 0.64 0.41 0.65
B27 4 5 4 3 4 4 5 4 5 4 4 4 0.55 0.31 0.42
B29 4 5 4 4 3 4 2 3 4 4 3 3 0.76 0.58 0.25
Totals 39 44 38 35 34 37 42 28 36 42 31 32 9.82
Means = 36.50 n= 11
Sx = 4.63 a = 0.60
Sx^ = 21.42
After eliminating items B5= 0.14, B9= -0.17, B15= 0.15 and B17= 0.11 from the 
cognitive section, the value of alpha increased to a= 0.60. Besides, there were 
still some items with very low correlation, (B1, B13, B19, B21, B29), as can be 
seen on table 4 in italics. Those statements were reworded in order to increase 
the reliability of the instrument, the cognitive questionnaire.
The next table shows the item total correlation analysis on metacognitive LLS. In 
the case of the metacognitive questionnaire alpha increased from a= -1.06 to 
a=0.38. This was possible by eliminating the negative items B4= -0.35, B6—0.13,
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B10= -0.03 and B26= -0.35. However, this shows a very low reliability in this 
instrument. In order to increase the reliability of this instrument much more, all 
the items in italic were worded differently, potentially increasing the reliability to 
a=0.70.
Table 4.6: 
items.
Item total correlation analysis on metacognitive LLS after eliminating negative
Items
St
1
St
2
St
3
St
4
St
5
St
6
St
7
St
8
St
9
St
10
St
11
St
12 Si s f
Item-
total
correlat
ion
B2 3 4 2 2 3 2 2 3 1 2 3 4 0.86 0.74 0.12
B6 4 4 4 5 5 4 5 5 5 5 4 4 0.50 0.25 -0.13
B8 3 3 2 3 2 2 1 3 1 2 2 4 0.85 0.72 0.24
B14 2 4 2 1 2 2 1 4 1 2 1 1 1.04 1.08 0.52
B16 4 4 4 4 4 5 5 4 4 2 4 4 0.71 0.50 0.52
B18 2 2 4 4 2 2 4 1 5 1 1 2 1.32 1.75 0.25
B20 4 4 4 4 4 4 2 5 5 4 2 2 1.03 1.06 0.49
B22 4 4 4 4 2 4 4 5 3 2 4 2 0.96 0.92 0.53
B24 4 4 4 4 4 5 3 5 5 4 3 4 0.64 0.41 0.42
B28 4 2 4 4 4 4 4 4 4 2 4 4 0.75 0.56 0.18
B30 3 4 2 4 3 3 2 3 4 2 4 2 0.82 0.67 0.25
Totals 37 39 36 39 35 37 33 42 38 28 32 33 ESi" = 8.65
Means = 35.75 n= 11
Sx = 3.63 a  = 0.38
Sx^ = 13.19
Having described the development of the first instruments, the motivation and 
LLS questionnaire and having discussed the preliminary evaluation on the first 
trial. We are going to proceed to describe the development process of the 
following instruments, the achievement test on writing and reading and the L1 
knowledge of grammar test.
Achievement Tests
The previous section describes the development process of the questionnaire on 
motivation and LLS. This section describes the development process of the 
research achievement test devised to measure achievement of Spanish as a 
foreign language in writing, reading, and in the L1 transferable knowledge on
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grammar. The main aim of the achievement tests is to determine the 
achievement level that the participant have after an equal period of time of 
studying Spanish.
The Achievement Test on Writing (ATW) contains two parts -a  multiple-choice 
test based on the use of grammar in Spanish and a continuous writing production 
of a simple informal letter in Spanish. The Achievement Test on Reading (ATR) 
consists of one section in which the understanding of a written language text in 
Spanish is tested. The test of L1 transfer of knowledge of grammar consists of 
multiple-choice items testing the students’ knowledge of their own language in 
verbs tenses and forms and grammatical categories. In the next section, we will 
see the development of each individual achievement test and the procedure to 
obtain an instrument with high validity and reliability.
1. Achievement Test on Writing
This section describes the development process of the research writing 
achievement test. Writing is often not seem as important to many students as 
speaking, and it tends to get rather neglected in many classes. Writing involves 
many different aspects, which will see later in this section.
This instrument the Achievement Test on Writing was designed for post school 
age students of Spanish language from eighteen to older learners. This 
instrument is intended for beginners’ students who are within the first year of 
Spanish as a foreign language.
1.1 The Development Process of the Achievement Test on Writing 
Writing skills, as speaking skills, are productive skills; therefore, the students 
have to produce the language, in this case, through a writing test. The ATW, (see 
Appendix III c, p. 245-247 on writing -the letter and the use of grammar), 
consists of two sections -a composition and a multiple-choice items. The 
composition consisted of writing an informal letter to the family. The multiple- 
choice section was based on the use of grammar. The aim of this test is to 
measure the writing achievement level of the participants. It provided factual data
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that was analysed according to the criteria or percentage stated in the table of 
specification. This determined which group achieved a higher level of language 
on the writing skills.
To justify the content validity of this instrument, few things have been taken into 
consideration. As Hughes (1989:22) stated:
“A test is said to have content validity if its content constitutes a 
representative sample of the language skills, structures, etc. with which it 
is meant to be concerned”
The issues addressed when developed the ATW were as follow:
1. Definition of writing skills.
2. Classification of tasks.
3. Table of specification for the ATW.
4. The continuous writing task.
5. Statements of content for writing a letter.
6. Table of specification for multiple-choice writing test -the use of 
grammar.
7. Multiple-choice items on the use of grammar.
8. Performance criteria of responses on the ATW
9. Length of the ATW.
10. Preliminary evaluation of the ATW through a trial with a small group.
11. Item analysis on the ATW
1.1.1 Definition of Writing Skills
Writing is a basic language productive skill. Students need to know, for instance, 
how to write letters or how to put written reports together. To write, it is also 
needed to know some of writing’s special conventions such as punctuation, or 
text cohesion. Roger et al. (1995:113) identified different types of writing that 
students may want or need to do such as, compositions, letters, forms, 
questionnaires, essays, reports, etc.), and they also stated that writing involves 
many different aspects such as:
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- Spelling: (e.g. the use of V  instead of ‘b’);
- Punctuation: (e.g. the use of capital letters or a coma);
- Sentences construction: (e.g. using the correct words order);
- Text and paragraphing organization: (e.g. knowing when to start a 
paragraph);
- Text cohesion: (e.g. the appropriate use of linking words);
- Register or style, (e.g. the use of a formal or informal language)
1.1.2 Classification of Tasks
In order to obtain valid data, increase the mean score and to have meaningful 
information through the ATW, a composition and multiple choice tests were the 
best options. The procedure taken for the decision could be seen in Table 4.7 on 
the possible approaches for assessing writing skills. The table was divided into 
the factors and types of writing tasks. Each one of the factors refers to each 
individual objective stated previously in Table 4.8: Table of specification -writing 
test. They were converted into statements of the activity or action that would be 
accepted as evidence of achievement. The types of writing activities have been 
classified into six different categories:
- form completion,
- continuous writing,
- gap filling,
- multiple-choice,
- rewrite sentences, and
- answer some questions.
A form completion task would consist of filling a form or a questionnaire with 
relevant information required which could be just one word or number. On the 
contrary, continuous writing would allow the students to write freely, about a 
specific topic, using a variety of vocabulary, structures, style, paragraphs 
constructions, etc.
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Table 4.7: Summary of possible approaches for assessing writing skills.
Constructs Types of Writing Tasks
Factors Formcompletion
Continuous
writing
Gaps
filling
Rewrite
sentences
Answer a 
question
1. Can measure the ability to 
use and recognise verbs 
(auxiliary, regular, irregular, 
reflexives, idiomatic)?
x X X X X
2. Can measure the ability to 
use and recognise pronouns 
(both personal and reflexive)?
X X X X X
3. Can measure the ability to 
use and recognise articles, 
nouns, adjectives on 
agreement on number 
(sing./plural), gender 
(masc./fem), and word order?
X X X X
4. Can measure the ability to 
use and recognise 
prepositions?
X X X X
5. Can measure the ability to 
use and recognise adverbs?
X X X X
6. Can measure the ability to 
use and recognise structures, 
idioms, novel grammatical 
structures?
X X
7. Can measure the ability to 
use and recognise linking 
words (and, but, or...?
X X X
8. Can measure the ability to 
use formal or informal style?
X X X
9. Can measure the ability to 
organise paragraphing and 
texts?
X X X X X
10. Can measure the ability 
to spell?
X X X X X
11. Can measure the ability 
to use punctuation?
X X X X
Gap filling at this level would consist of completing a sentence or text with 
vocabulary provided from which the students have to choose the right one into 
the right gap. The multiple-choice task would consist of selecting an alternative 
response among a list of alternatives, in which only one is correct. The other
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activity is rewriting sentences. This would consist of rewriting a sentence 
provided based on another one worded differently but whose meaning remained 
the same. The last task taken into consideration would be to answer some 
questions. The test would provide a set of questions, which the students would 
have to answer according to their own experience.
Having evaluated different types of writing tasks, the most appropriate ones, 
which can measure all the objectives presented, and consequently, the most 
suitable for providing a highly valid, reliable and objective instrument would be 
the continuous writing task and the multiple-choice questions. The reason why 
continuous writing and multiple-choice was selected is because of two main 
reasons. One is that students could be tested on the use of grammar, but also on 
their writing style, how they organize paragraphs, spelling and punctuation, text 
cohesion and how they structure a letter. The second one is that, the multiple- 
choice will test those points of grammar missing in the continuous writing, as well 
as other relevant point of grammar for this test.
Now, in order to measure all these aspects on writing and enhance validity and 
measure the writing skills on the to distinguished groups (the full time 
undergraduate students and the part time associated students) a table of 
specification on writing test was designed.
1.1.3 Table of Specification for the ATW.
As mentioned previously, to enhance validity it was necessary to maintain logical 
link across research question, content hypothesis and instruments. In order to 
increase specificity, reduce ambiguity and maintain validity when measuring 
achievement it has been necessary to create a table of specifications, (Table 
4.8). It has been designed to cover 3 cognitive categories -application, 
comprehension and synthesis- from the Bloom’s Taxonomy of Cognitive Domain 
(Bloom, 1956). It also contains the specific objectives to be tested and the 
weighting given to each cognitive level.
Table 4.8 below determines the balance of cognitive levels to test writing skills 
and it provides a general skill description.
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Table 4.8: Table of specification -writing test
Objectives Cognitive Skills
Specification
Fluency 
(use of vocabulary)
Accuracy 
(use of grammar)
Application
-use-
Comprehension 
-recog nise-
Synthesis
-create-
1. Ability to use and recognise 
verbs (auxiliary, regular, 
irregular)
X X
2. Ability to use and recognise 
pronouns -both personal and 
reflexive, and direct objects
X X
3. Ability to use and recognise 
articles, nouns, adjectives on 
agreement on number 
(singular/plural), gender 
(masc/fem), and word order.
X X
4. Ability to use and recognise 
prepositions
X X
5. Ability to use and recognise 
adverbs
X X
6. Ability to use and recognise 
structures, idioms, novel 
grammatical structures.
X X
7. Ability to use and recognise 
linking words (but, and, y...)
X X
8. Ability to use and recognise 
formal and informal style
X X
9. Ability to organize
paragraphing and texts.
X
10. Ability to spell X
11. Ability to use punctuation X
This table consist of two columns: the objectives and the cognitive skills. The 
objectives, according to Black, (1999:248), take an important part in design, 
assessment and evaluation of material. All the objectives required from the 
writing task are all listed down the page and they cover all aspects of writing 
skills such as ability to use vocabulary, grammar, structures, and spelling and 
punctuation. Cognitive skills are listed across the page. Based on Bloom’s 
taxonomy of cognitive domain, this writing task covers 3 cognitive categories: 
comprehension or recognition, application or use, and synthesis or create new
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sentences using vocabulary and grammar. These cognitive domains are also call 
levels.
According to Black (1999:247) these categories are defined as follow. 
Comprehension is the lowest level of understanding and students would have to 
demonstrate their ability to recognise and select the right vocabulary when 
writing the task (e.g. formal or informal vocabulary). Application requires a higher 
level of understanding than the previous one and students would have to 
demonstrate their ability to use the material they know (e.g. verbs conjugation, 
agreement in number and gender of nouns, adjectives, etc).
Finally, the last category is Synthesis. Students would have to demonstrate their 
ability to structure the task following a letter format (e.g. date, introduction, 
development of the letter, end and signature). Besides, they should be able to 
organise the letter by coherent text and paragraphs. They have to create 
sentences using vocabulary and grammar.
The boxes are marked with an ‘X’ according to the skills required, determining 
what domain was used for each of the objectives.
1.1.4 The Continuous Writing Task
There are different options of continuous writing task. Gower et al. (1995:113) 
identified different tasks involving different styles. Some of them are:
- writing postcards,
- letters of various kinds,
- essays,
- reports, and
- compositions
In writing a post card the vocabulary and extension of the writing data would be 
very limited ending with a very low data to analyse. Letters could be for instance 
to a job application using very formal style. On the contrary, it could be a letter to 
a friend, in which case the register would be informal. Essays and reports are 
very extended writing task. This task cannot be finished during the limited period
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of time allocated on the session of data collection. These kinds of task require 
consulting material available such as notes, dictionaries and so on, which will not 
be a valid way of obtaining information. Besides, it will be more suitable for 
intermediate and advanced students. It would not measure the proficiency level 
but the work input on it. Compositions are a way to develop a topic having the 
opportunity to demonstrate the ability to put together vocabulary and structures.
Having seen that and due to the level of language, beginners students have, it 
was decide to use, as a continuous writing task, an informal letter. The reason 
why is because the students can write about personal experience and could find 
it easier to extend themselves on vocabulary, use of grammar, organise 
paragraphs, etc. and produce a consistent piece of work from which to obtain 
enough data which can determine the proficiency level of writing skills.
1.1.5 Statements of Content for Writing a Letter
The following table (Table 4.9) illustrates the areas that the students needed to 
include when writing an informal letter. It was divided into two columns objectives 
and areas to cover. The column down the page state the objectives intended to 
cover with the writing task as, for instance, ‘the students should be able to...state 
people names’. Across the table are the areas, which could be covered when 
performing the writing task (personal information, physical description, daily 
routine, likes and dislikes).
In the area of personal information, students demonstrated their proficiency level 
on how well they use Spanish structures to express names or age, which are 
totally different to English. Besides, it would allow the student to use a variety of 
verbs regular and irregular in the present tense and used in the third person. 
When writing about people’s physical description students have to use a variety 
of adjectives. This would demonstrate how well they use the agreement between 
nouns, adjectives and articles, for example.
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Table 4.9: Statement of language structure for writing a letter.
Topics Language Structure
1. State people’s names (using the verb 
‘iiamarse’)
Llamarse +... name
(e.g., É I se llama Pedro.)
2. State people’s age Tener + ... afios.
(e.g., Pedro tiene 25  ados)
3. State people’s marital status Estar +...casado/soltero
(e.g., Pedro esté soltero.)
4. State languages people speak Hablar +... languages
(e.g., Pedro habla espano lyun  poco 
de inglés.)
5. State people’s job Ser +... profession
(e.g., Pedro es profesor)
6. State where people work (building) Trabajar en +... place of work 
(building)
(e.g., Pedro trabaja en un instituto.)
7. State their physical description Tener + ...  nombre
(e.g., Pedro tiene el pelo liso y  corto y  
los ojos verdes.)
8. State their personality Ser +... adjectives
(e.g., Pedro es inteligente y  
responsable)
9. State people’s address Ser +... name of the road + number 
+ city
(e.g.. La direcoiôn es celle San Juan, 
n°/nûmero 25, Madrid)
10. State the time that you get up in the morning Levante rse +... time
(e.g., Yo me levante a las 7 de la 
mahana.)
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Table 4.9: Statement of language structure for writing a letter. (Continuation)
Topics Language Structure
11. State the time that you go to bed at night 
(using acostarse)
Acostarse + ...  time
(e.g., Yo me acuesto a las 12 de la 
noche.)
12. State own likes Gustar + noun / verb
(e.g., A m l me gusta la paella 
or A m l me gusta leer y  también me 
gustan los perros.)
13. State own dislikes No gustar + noun / verb
(e.g., A m l no me gustan los mosquitos 
ni tampoco m e gustan las moscas.)
14. Letter structure Madrid, 25 de mayo del 2004  
Querida familia:
Adios, hasta pronto
Writing about the time of getting up and going to bed students would have to 
demonstrate first of all when a reflexive verb has to be used and also how well 
they conjugate them baring in mind that one them is irregular. In this area, they 
also have to state the time and part of the day. With this, students would have to 
use, among other grammatical categories, prepositions (por la mahana = in the 
morning, de = of, from, etc.).
The last area to cover in the letter is about likes and dislikes. Here, students had 
to make use of the verb ‘gustar’ which has not a direct translation into English but 
whose meaning would be equivalent to the verb ‘to like’. This verb is used in 
Spanish with a direct object and the structure of the verb does not follow the 
pattern of normal verbs in Spanish, (A mi me gusta el cine = I like cinema). 
Therefore students had to demonstrate their ability to use unique grammatical 
structures and idioms in Spanish.
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The letter was designed to write about sett, and two more people, with the 
intention to use different persons at the time of conjugating verbs (e.g. I, he, she, 
we, they). Also, the different areas measured the achievement level on the 
mentioned grammatical categories, structures, spelling, etc. mentioned In Table 
4.8, table of specification on writing test. Besides, it measured their achievement 
level using regular and irregular, and other verbs such as reflexives and ‘gustad.
Writing the letter, the students had first of all to identify the vocabulary they need. 
Then, they would have to decide on the type of vocabulary to use, formal or 
informal. At a next and higher level, they had to apply their knowledge and 
comprehension and put all the grammar and ideas together, write well-organized 
texts and paragraphs and structure the letter In the appropriate way. All this was 
measured according to the marking In Table 4.11: Criteria for marking writing 
task. Therefore, the situational outline, which covered all the objectives on writing 
skills and allowed me to obtain enough data to determine the proficiency level on 
the students writing skills are as follow. The task consists of writing an informal 
letter to their family, who live in UK. The students supposedly live in a house with 
two more people -a  boy and a girl during a short period of time during the 
summer holidays (please, refer to Appendix III c, p.245: Instruments -writing test 
-informal letter). The information has to be given about the new people met and 
their new way of life living with a family in Spain.
1.1.6 Table of Specification for the Multiple-Choice Writing Test 
The following (Table 4.10) illustrates the areas that the students had to cover 
when undertaking the multiple-choice test. The table was divided Into two main 
columns: the objectives and the grammar to cover with two levels from the 
Bloom’s taxonomy cognitive categories -Comprehension and Application. The 
objectives were stated down the page and enciosed the grammatical points the 
students have to recognise in order to measure their achievement level.
The points to recognise are determinate and indeterminate articles, prepositions, 
verbs and verbs conjugation, agreement in number and gender and punctuation.
The grammar to be covered in this test is across the second row. These are 
articles, adjectives, preposition, adverbs, pronouns and verbs. The selection of
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grammar was considered sufficient and relevant as the instruments were 
produced for beginner students.
Table 4.10: Table of specification for the multiple-choice test on the use of grammar
Objectives Grammar to cover 
Comprehension/Application
Students should be 
able to demonstrate 
their achievement 
level on how well 
they:
Articles Adjectives Prepositions Adverbs Pronouns Verbs
Recognise determinate 
articles
X
Recognise
indeterminate articles
X
Recognise prepositions X
Recognise verbs X
Recognise tenses X
Recognise agreement 
between number
X X X X
Recognise agreement 
between gender
X X X
Recognise punctuation 
and spelling
X X X X X X
This multiple-choice test aims to measure the beginners’ grammar taught and 
required during the first year learning Spanish. Aiso, it was produced with the 
intention to cover aii the grammar points, which might be omitted in the 
composition.
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1.1.7 The Multiple-Choice Items on the Use of Grammar 
The multiple-choice items, focusing on the use of grammar, consisted of 36 
items. The main objective of the test is to identify the achievement levei on 
grammar the students have on their writing skills. It is a summative evaluation 
after a period of eight months studying Spanish as a foreign ianguage and the 
items are based on the course content.
With this type of test, students are asked to select one alternative, from a given 
iist of aiternatives in responses to a “question stem”.
For example.
Question stem:
“  Which of the following is the capital city of Spain?”
Alternatives:
A) Seville
B) Barcelona
C) Madrid
D) Bilbao
Therefore, every item or question stem has 4 different alternatives (A, B, C and 
D). From these four alternatives only one is correct. The students have to select 
the answer they consider is the right one and then transfer it into the answering 
sheet under column 2. In this example, the correct alternative (‘the answer’) is C. 
The other incorrect alternatives are the ‘distractors’.
One feature of this type of question is that there is a finite possibility of selecting 
the correct alternative by purely guessing, in fact, in this exampie there is 1 
chance in 4 of answering the question correctly if you know absoluteiy nothing 
about Spain. This will be discussed further in ‘Performance criteria of responses’.
Some of the advantages of this type of tests are that they can be easily marked, 
and this scoring can be both accurate and objective. It can be set at different 
cognitive levels. For example, a question may simply challenge a student’s ability 
to apply factual knowledge to given situations; or simply, to recall facts. Statistical 
information on performance can be readily obtained. It cannot only be found out
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how the class performed on a particular question, but determine whether the 
question was suitabie in the context in which is was presented. The statistics that 
are gathered may also be used to rank questions with respect to their difficuity 
and their ability to discriminate between students of different competences. 
Besides, with this type of test, students do not have the opportunity to avoid 
compiexities and concentrate on superficial aspects of the topic.
Objectives on the use of grammar muitiple-choice test.
The main objectives of the muitiple-choice test on the use of grammar have been 
stated in Table 4.10: Table of specification for the muitiple-choice test on writing, 
above. Students shouid be abie to demonstrate their achievement levei on how 
well they recognise determinate and indeterminate articles, prepositions, verbs, 
tenses, agreement in number and gender, and punctuation and spoiling.
The test has been divided into nine sections (verbs conjugation, verbs choice, 
spelling and punctuation, prepositions, nouns and articles, pronouns, adjectives, 
adverbs, and formal/informal styles), and 36 items, distributed into four for each 
section. Section one is ‘Verbs conjugation’. Students had to select the 
appropriate conjugation from four different conjugation of the same verb. In 
section two is ‘verbs choice’, where a verb has to be chosen among 4 different 
verbs. Section 3 contains ‘spoiling and punctuation’ where the right speii word or 
the word would be selected with the correct punctuation according to the 
question. Ail the sections contain four different alternatives where only one is 
correct.
Table 4.11 : Criteria for marking the writing task -the letter.
Topics Language Structure Individual Points on 
Grammatical Categories
Total 
Points for 
structure
1. State people’s 
names (using 
the verb 
‘iiamarse’)
Llamarse +„. name
(e.g.: ÉI se llama Pedro.)
Verb choice (iiamarse): 2 
Verb conjugation: 3 
Consistency across: 1 
Punctuation: 1 
Spelling: 1
8
2. State people’s 
age
Tener +... anas.
(e.g.: Pedro tiene 25 ahos)
Verb choice (tener): 2 
Verb conjugation: 3 
Consistency across: 1 
Punctuation: 1 
Spelling: 1
8
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3. State people’s 
marital status
Estar +...casado/soltero
(e.g.: Pedro esté soltero.)
Verb choice (ser/estar): 2 
Verb conjugation: 3 
Consistency across: 1 
Punctuation: 1 
Spelling: 1
8
4. State 
languages 
people speak
Hablar +... languages
(e.g.: Pedro habla espahol y  
un poco de inglés.)
Verb choice (hablar): 1 
Verb conjugation: 3 
Preposition: 2 
Conjunction: 2 
Article: 1 
Adverb: 2 
Consistency across: 1 
Punctuation: 1 
Spelling: 1
14
5. State people’s 
jobs
Ser +... profession
(i.e..: Pedro es profesor)
Verb choice (ser/estar): 1 
Verb conjugation: 3 
Consistency across: 1 
Punctuation: 1 
Spelling: 1
7
6. State where 
people work 
(building)
Trabajar en +... place of 
work (building)
(e.g.: Pedro trabaja en un 
instituto.)
Verb choice (trabajar): 1 
Verb conjugation: 3 
Preposition: 2 
Article: 2 
Consistency across: 1 
Punctuation: 1 
Spelling: 1
11
7. State their 
physical 
description
Tener + ...  nombre
(e.g.: Pedro tiene e l pelo liso 
y  corto y  los ojos verdes.)
Verb choice (tener): 1 
Verb conjugation: 3 
Articles: 2 
Conjunction: 1 
Agreement: 2 
Position of adjectives: 2 
Consistency across: 1 
Punctuation: 1 
Spelling: 1
14
8. State their 
personality
Ser +... adjectives
(e.g.: Pedro es inteligente y  
responsable)
Verb choice (ser/estar): 2 
Verb conjugation: 2 
Agreement: 2 
Position of adjective: 1 
Conjunction: 1 
Consistency across: 1 
Punctuation: 1 
Spelling: 1
11
9. State people’s 
addresses
Ser +... name of the road + 
number + city
(e.g.: La direccion es calle 
San Juan, n°/nûmero 25, 
Madrid)
Verb choice (ser/estar: 1 
Verb conjugation: 3 
Words order: 2 
Consistency across: 1 
Punctuation: 1 
Spelling: 1
10
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10. state the time 
that you get 
up in the 
morning
Levantarse +... time
(e.g.: Yo me levante a las 7 
de la mahana.)
Verb choice (levantarse): 2 
Verb conjugation: 3 
Time (a la/ a las): 1 
Preposition: 1 
Article: 1 
Consistency across: 1 
Punctuation: 1 
Spelling: 1
11
11. State the time 
that you go to 
bed at night 
(using 
acostarse)
Acostarse + ...  time
(e.g.: Yo me acuesto a las 
12 de la noche.)
Verb choice (acostarse): 2 
Verb conjugation: 3 
Time (a la/ a las): 1 
Preposition: 1 
Article: 1 
Consistency across: 1 
Punctuation: 1 
Spelling: 1
11
12. State own 
likes
Gustar + noun / verb
(e.g.: A m im e gusta la 
paella
or A m l me gusta leery  
también me gustan los 
perros.)
Verb choice (gustar): 1 
Verb conjugation: 4 
Articles: 1 
Adverb (también): 1 
Conjunction: 1 
Consistency across: 1 
Punctuation: 1 
Spelling: 1
11
13. State own 
dislikes
No gustar + noun / verb
(e.g.: A m ine me gustan los 
mosquitos ni tampoco me 
gustan las moscas.)
Verb choice (gustar): 1 
Verb conjugation: 1 
Use of ‘no’: 1 
Adverb (ni tampoco): 1 
Articles: 1 
Conjunction: 1 
Consistency across: 1 
Punctuation: 1 
Spelling: 1
10
14. Letter 
structure
Madrid, 25 de mayo del 2004 
Querida familia:
Adios, hasta pronto
Date: 1 
Headings: 1 
Ends: 1 
Signature: 1 
Punctuation: 1 
Spelling: 1
6
15. Extra items Extra grammatical 
categories
(e.g.: Pedro es un profesor.)
Extra article: -1
Total 140
1.1.8 Performance Criteria of Responses on the ATW.
As the writing test consists of two different tests, the letter and the multiple- 
choice questions, the performance criteria for marking them were different. The 
multiple-choice test consisted of 36 items and all the items were marked equally 
with 1 point for each correct answer. As for the letter. Table 4.11 above shows 
the marking criteria for each of the statement and for each of the grammatical
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categories that covers. The table is divided into four columns: topics, language 
structure, individual points on grammatical categories, and total points for the 
structure. Column 1 indicates the topic they have to write about and column two 
indicate the structure they need to use in the composition. Column three provided 
the individual points for every correct grammatical category including spelling and 
punctuation. These vary for each topic, depending on complexity of the structure. 
However, if a structure contains extra grammatical categories (e.g. extra article 
or preposition etc.) this was penalized reducing one point (-1) for each extra 
unnecessary word.
1.1.9 Length of the ATW
The writing of the informal letter was designed to produce between 80 and 100 
words. It has been taken into consideration that the reliability of the test would 
increase allowing the students to write a longer letter. However, for beginners’ 
students who are on their first years leaning Spanish the number of words is 
considered to be appropriate. It is expected that the length of the sentences will 
be between 8 and 10 words and the text between 11 and 14 sentences long. The 
estimated time for the writing test was of 1 hour distributes into 20 minutes for the 
composition -writing the letter, and 40 minutes for the use of grammar.
1.1.10 Preliminary Evaluation of the ATW
This instrument, the test on writing skills, was prepared specially for this 
research, which required being trialed in order to increase the validity and 
reliability of this instrument. This instrument was designed through the 
preparation of the table of specifications, which helped to determine and clarify 
objectives and take into consideration the cognitive skills required to perform this 
task at this level.
Only myself marked the test, which enhanced the reliability, as it avoided 
different interpretations of criteria when marking. Also, to increase the reliability 
(consistency) of marking the criteria table was devised (see Table 4.11: Criteria for 
marking the writing task -the letter.) which aimed to give the same mark to the 
different grammatical categories and structures.
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1.1.11 Item Analysis on the ATW 
Writing test -ietter
The initial pilot test on ATW consisted of a first part -writing a letter, and a second 
part of a 37-multiple-choice item on the use of grammar. The trial on the letter 
had an internal consistency of oc = 0.42. The reason why alpha was so low was 
due to the fact that item 2= -0.04, and item 7= 0.24 were very easy, and the 
participants, with the exception of a few wrote the sentence correctly. After 
contacting these few participants who did not answer that particular point, it was 
to clarify that they missed it unintentionally. Consequently, these two questions 
were changed to two others of a higher level of complexity.
Item 5 =0.19, 11= 0.28, and 13= 0.12, were hardly answered by the students. 
They were also missed unintentionally. Therefore, in order to avoid this in the 
final test the question was laid out in a different format. The question for the initial 
letter was worded in a way that all the points to cover in the letter were displayed 
in a text. On the final questions the points to cover in the question were 
expressed with bullet points. Besides, the extent of the initial question was 
considered to be too long, so each point was simplified and reduced. The final 
question for writing the letter however was simplified making the items shorter 
and outlined by numbers. This increased the validity of the question, as all the 
points were covered in all the letters. This was very effective. The students did 
not miss any of the points when writing the letter and the reliability increased to 
a= 0.69. Item 10= 0.01 had very low internal validity; therefore, this was changed 
to a different one. Other items were just changed for a different one or reworded 
to make them clearer.
It can be seen in Table 4.12 below, the totals are well distributed and the variant 
of the whole test is Sx^= 187.39. (See Appendix III c, p. 245 for the sample of the 
question). Eliminating the weakest items the value of alpha can increase from 
pt=0.42 to a = 0.62, however, this would also be increased with an improvement 
on items 1= 0.45, item 8= 0.44 and 9= 0.41.
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Table 4.12: Item analysis on writing a letter.
Items
St
1
St
2
St
3
St
4
St
5
St
6
St
7
St
8
St
9
St
10
St
11
St
12 Si Si"
Item-
total
correlat
ion
1 7 2 6 7 2 7 0 7 7 3 7 7 2.51 6.31 0.45
2 7 7 7 7 6 7 6 7 0 7 0 6 2.53 6.41 -0.04
3 6 6 6 6 0 0 6 6 0 0 6 0 2.96 8.75 0.56
4 8 7 0 0 0 0 0 0 8 0 8 0 3.66 13.41 0.55
5 8 2 0 0 8 0 0 8 0 5 0 8 3.63 13.19 0.19
6 9 6 5 9 0 0 9 6 0 0 0 0 3.86 14.89 0.54
7 6 6 5 6 5 0 6 0 0 0 5 6 2.68 7.19 0.24
8 7 3 0 2 0 7 6 2 7 0 6 0 2.92 8.56 0.44
9 7 0 0 7 0 6 0 0 7 6 7 7 3.33 11.08 0.41
10 7 0 4 0 2 7 7 0 7 2 0 0 3.06 9.33 0.01
11 0 0 0 3 0 0 0 4 0 0 0 0 1.32 1.74 0.28
12 7 6 0 7 0 0 0 6 6 6 7 4 2.98 8.91 0.71
13 0 0 0 0 0 0 0 7 0 7 8 5 3.24 10.52 0.12
Totals 79 45 33 54 23 34 40 53 42 36 54 43 ZSi" 120.28
Means = 44.67 n= 13
Sx = 13.69 a  = 0.42
Sx^ = 187.39
Writing test-use of grammar
The initial test on the use of grammar consisted of a 37-multiple-choice item. 
However the final test contained 36 items. Table 4.13 below displays some of the 
less reliable items on the use of grammar test (please refer to Appendix IV d, 
p.273 for the completed table of item analysis results on the use of grammar). 
This table provides information on the trend of responses given by the test-takers 
and the statistical properties of the individual items. Column 1 shows the item 
number and the correct response corresponding to it. Column 2 shows the 
number of correct responses by the high achievers (first row) and the low 
achievers (second row) for each item. This column gives the first indication of 
any ‘defect’ that an item may have. For example, an item, which is found to be 
equally, or more attractive to the low achievers would be considered as ‘suspect 
items’ and warrant further investigation. Data from this column would later be 
used to compute the discrimination index (Disc, d), and the difficulty index (Diff. 
p) shown in column 9 and column 10 respectively.
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Columns 3 to 6 show the number of responses to the given alternatives (correct 
responses and distracters). These columns enable an instrument designer to 
identify inefficient or defective distracters. A distracter is considered to be 
inefficient, if any low achiever does not choose it. A distracter is also considered 
inefficient, if the high achievers respond more frequently to it than the low 
achievers.
Column 8 totals, serves as a ‘check’ on data entry while column 9 to 11 give the 
statistical properties of each item: its Disc, d, -equivalent to item totals 
correlation-, and its Diff. p. The Disc, d indicates the tendency of an item to 
discriminate between the high and the low achievers (Black, 1999). Indicates 
how consistent an item is with the instrument as a whole. The Diff p. indicates the 
difficulty level of an item, e.g. an indication of how may are getting it right.
This table shows that items marked in red are very easy. All the higher and lower 
achievers answered correctly questions 2, 5, 18 and 33. The other items were 
also answered by most of the students correctly obtaining a Diff. p= 1.00 or 
nearly 1.00. All these had the distractors changed by others less obvious. On the 
contrary, items 21, 27 and 30 were very difficult. Only three of the higher 
achievers responded correctly 021, while none of the lowest achievers were 
right.
On the others questions the level of correct responses were very low too. On 
these three questions, the distractors were changed for others less confusing. 
Item 16 was, surprisingly, answered correctly by most of lower achievers than the 
highest, this had to be reworded. The rest of the questions or items shows 
acceptable results, and acceptable consistency between items and the 
instrument as a whole, with KR-20= 0.70.
For better understanding of the tables on the total item correlation analysis, and 
explanation of symbols used is given subsequently.
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Column 1: Quest = each items with 
the right answer
Column 2: Correct = correct answers 
by questions
Columns 3 to 6 = different answers 
Column 7: Omited = omitted answers
Column 8: Totals = total number of 
correct answers for 
each questions
Row 2: = correct answer among
the highest students
Row 3: = correct answer among
the lower student
Disc, d = discrimination index 
Diff. p = difficulty index
p = proportion of people who 
answered item correctly 
(item difficulty)
q =proportion of people who 
answered items incorrectly.
Table 4.13: Item analysis on some of the least discriminating questions on the use of
Quest Correct A B C D Omited Total Disc d D iffp q = (1-p) p * q
2C 7 7 7 0.29 1.00 0.00 0.00
5 5 5
SC 7 7 7 0.29 1.00 0.00 0.00
5 5 5
12D 4 3 4 7 -0.14 0.75 0.25 0.19
5 5 5
16A 1 7 5 1 7 -0.29 0.33 0.67 0.22
3 3 1 1 5
17D 6 1 6 7 0.14 0.92 0.08 0.08
5 5 5
18A 7 7 7 0.29 1.00 0.00 0.00
5 5 5
21A 3 3 3 1 7 0.43 0.25 0.75 0.19
0 2 3 5
23A 6 6 1 7 0.29 0.83 0.17 0.14
4 4 1 5
27A 3 3 4 7 0.14 0.42 0.58 0.24
2 2 1 2 5
30A 2 2 1 1 3 7 0.14 0.25 0.75 0.19
1 1 4 5
33C 7 7 7 0.29 1.00 0.00 0.00
5 5 5
34A 6 6 1 7 0.29 0.83 0.17 0.14
4 4 1 5
35D 7 7 7 0.43 0.92 0.08 0.08
4 1 4 5
36C 6 6 1 7 0.14 0.92 0.08 0.08
5 5 5
37A 6 6 1 7 0.29 0.83 0.17 0.14
4 4 1 5
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Having seen the development process of the questionnaires and the writing 
tests, next section will concentrate on the development process of the reading 
test followed by the L1 knowledge of grammar test.
2. Achievement Test on Reading
The reading test is an indirect measure of comprehension of text. This is 
because the test items will not directly represent the text and will require some 
understanding beyond word for word transliteration. There is the potential 
problem that the students might understand the text, but fail to understand the 
test items themselves or just not have the ability to answer the test items. 
However, in order to avoid this, and to increase the content validity of the test, 
and obtain a high reliability, several procedures were taken into account, as we 
will see afterwards.
This instrument, the Achievement Test on Reading (ATR), as the ATW was 
intended for beginners’ students who are in the first year of Spanish as a foreign 
language. It was designed for post school age students of Spanish language 
from eighteen to older learners. The main aim of this instrument is to determine 
whether there is a difference in second language reading achievement between 
the two distinct groups.
2.1 Development Process of the Achievement Test on Reading 
Reading skills, as listening skills, is a receptive skill, but at the same time the 
students have to infer meaning, using their knowledge of the world. The ATR, 
(please, refer to Appendix III e, p. 253 to see the Achievement Test on Reading), 
consists of a short reading text accompanied by 19 multiple-choice items. This 
will make possible to determine which group has achieved the higher level on the 
reading skills.
Several issues have been taken into consideration to justify the content validity of 
the reading instrument. These were as follows:
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1. Definition of reading skills.
2. Table of specification for the ATR.
3. Application of Bloom’s Taxonomy to the design of multiple-choice 
questions (MCQs)
4. Classification of reading test.
5. The multiple-choice test structure.
6. Text readability
7. Performance criteria of responses for the ATR.
8. Length of the ATR.
9. Preliminary evaluation of the ATR through a trial with a small group.
10. Item analysis on the ATR.
2.1.1 Definition of Reading Skills
Reading is probably the most common of the four skills to be tested, and it may 
seem to be the easiest of the skills to test. However, reading is a difficult skill to 
test, since the product of reading in “real life” is usually not an observable 
response. In a test of reading, the reader has to provide an observable response 
according to the test format.
Reading can be done according to Urquhart & Weir, (1998:46) in different ways:
- Skim: just look for specific information that catches our interest and 
get the gist of the text -in  the test we would look for the interesting 
paragraph.
- Scan: look over the text until the word needed is found.
- Read Intensively: read the text carefully looking for details.
- Read Extensively: read for pleasure -e.g. read a novel, but possibly 
not look for or consider all the details due to the speed of reading.
In this particular test, the students needed to skim the passage for the main idea. 
They also had to scan the text to look for particular words. Finally, the intensive 
reading procedure provided them with the details needed to complete the 
multiple-choice test. (For more details, please refer to Chapter 3 on Data 
collection procedure)
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In order to measure all these aspects on reading and enhance validity, a table of 
specification for the reading test was designed.
2.1.2 Table of Specification for the ATR
The following table of specification, (Table 4.14), specifies the content and skills 
to be tested.
Table 4.14: Table of specification -reading test
Objectives
Cognitive Skills
Students should be able to demonstrate 
their achievement level on how well they: Comprehension
(Recognise
meaning)
Analysis 
(Identify implied 
meaning)
1. Recognise main ideas from picture X
2. Recognise main ideas from the text X
3. Inferring meaning of words or sentences X
4. Locating explicit details X
5. Interpreting concepts in the passage X
6. Comprehension of overall intent of text X
This table covers 2 cognitive categories (comprehension, and analysis) from 
Bloom’s Taxonomy of Cognitive domain (Bloom, 1956). It also contains the 
specific objectives to be tested.
Table 4.14, table of specification for the reading test, defines the balance of 
cognitive levels -comprehension, and analysis when testing the reading skills. It 
consists of two main columns -the generic skills objectives and the intended 
cognitive level. The objectives are listed down the first columns. Students 
demonstrated their achievement level on how well they recognised the main 
ideas stated on the text and from pictures. They also demonstrated how well they
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infer the meaning of words, locate explicit details and how well they apply the 
concepts in the passage. Across the page are listed the 2 cognitive skills -  
comprehension, and analysis from the Bloom’s Taxonomy, which will be defined 
next.
2.1.3 Application of Bloom’s Taxonomy to the Design of Multiple- 
Choice Questions
The multiple-choice tests can be used to test not only low-level skills such as 
word recognition, sentences recognition, and word and sentence comprehension, 
but also high levels such as inferring style, tone, intended audience. In the design 
of the multiple-choice questions (MCQs) for this reading test, two levels of the 
Bloom’s Taxonomy were taken into consideration:
- Level 2: Comprehension, and
- Level 4: Analysis.
Level2: Comprehension
For this level, students have to identify, from a list of items, the definition that 
describe better a picture. They have to recognise the main idea from a picture. 
This measured understanding of visual items. It consists of one picture in relation 
to the text and four different definitions of the picture, where only one would be 
the correct one. The visual pictures were also included as they could also relax 
the students a bit more while undertaking the task and find it more enjoyable. 
(See Appendix III e, p.253).
Another set of questions under this Level 2 is focus on recognising main ideas 
from the text. These items consist of four sentences, which describe the text in 
general and one of them answers the question:
Q15. Which sentence describes the text best?
A) La escritora vive sola pero tiene una familia muy grande.
B) La escritora tiene una hija, un hijo y un nieto que es hijo de la hija.
C) Corin Tellado recibe visitas de amigos todos los dias para comer.
D) Corin Tellado visita a su hija todos los dias después de recoger a su 
nieto del colegio.
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Level 4: Analysis
Identify implied meaning that involves the ability to recognise unstated 
assumptions. In the final set of questions the students have to apply concepts 
expressed in the passage. One example of these questions is:
Q11. What is an example of ‘casa de dos plantas’?
A) una casa con plantas de rosas y margaritas.
B) una casa con flores.
C) una casa que tiene dos pisos.
D) una casa entre dos jardines.
In order to have a more reliable test, ambiguous choices have been avoided. 
Only positive worded stems have been used and the options were placed in a 
logical order (A, B, 0, D). The questions were designed to test the learning 
objectives required by the test and were relevant to obtain the data required for 
this study. Questions 17, 18 and 19 were worded in English. In these questions I 
tried to measure an abstract concept, inferring comprehension, and the use of 
Spanish would create problems at the time of understanding the items options, in 
which the knowledge of the Spanish vocabulary, were not relevant in those 
cases.
2.1.4 Classification of the Reading test
The multiple-choice reading test was the best option to obtain valid and reliable 
data, since it potentially increases the mean score and would provide meaningful 
information when measuring the reading proficiency level. There is the general 
point that all reading tests require examinees to interfere with the process of 
reading, though to different degrees. There are a wide variety of tasks that can 
be used to test reading ability. Some of the most common group that test 
techniques (e.g. those which permit a group of individuals to be tested 
simultaneously) are listed below.
1. Wh-questions, open and ended questions;
2. Yes/No question;
3. True or False;
4. Identifying main points;
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5. Summary writing:
6. Multiple-choice.
Wh- questions, which are all those questions starting with: what, why, which, 
who, and also, how. Wh-questions require written production, therefore test 
more than reading. Yes/no questions are very limited in scope and the 
answers may be guessed. Opposite to this, they are very easy to mark. 
Yes/no questions are frequently used for elementary students.
True/False Questions are probably the most common type of task. They are 
particularly useful for progress tests, since they can be constructed relatively 
quickly and easily, and they are also easy to mark. However, the students 
have a fifty/fifty chance of getting the correct answer, meaning that the facility 
values is likely to be around 75%. This means that the test may not 
discriminate well between high and low level students, unless there are a lot 
of questions.
Identifying main points is not very sensitive, requires writing and is difficult to 
assess objectively. Summary writing is a very indirect measure of reading 
and requires writing. It is difficult to assess objectively and is more difficult to 
mark that true/false and yes/no questions. On the other hand, this has the 
advantage that they require production rather than recognition.
The multiple-choice test could distract from the text, and might confuse 
readers who have actually understood the text. However, like true/false and 
yes/no questions, they are easy to mark. They have the advantage over the 
true/false and yes/no question that there are more than two (or three) 
alternatives.
2.1.5 The Multiple-Choice Test Structure
The multiple-choice test of reading consists of 19 items, in response to a written 
passage of about 230 words in length. This test is for beginners’ students and 
has been devised using different types of questions in order to cover all the 
objectives required. The main objective of the test is to identify the level of
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comprehension that the students have on their reading skills. It is a summative 
evaluation after a period of eight months studying Spanish as a foreign language 
and the items were based on the course content.
In this type of test, students are asked to select one alternative, from a given list 
of alternatives in response to a “question stem”, as described in the previous 
section on writing, (please refer to the section: The multiple-choice items in the 
use of grammar’ in the previous section for more details)
Some advantages of this type of tests are, that it can be easily marked, scoring 
can be both accurate and objective, and questions can be set at different 
cognitive levels. For example, a question may simply challenge a student’s ability 
to apply factual knowledge to given situations; or simply, to recall facts. Statistical 
information on performance can be readily obtained. It cannot only be found out 
how the class performed on a particular question, but determine whether the 
question was suitable in the context in which is was presented. The statistics that 
are gathered may also be used to rank questions with respect to their difficulty 
and their ability to discriminate between students of different competences. 
Besides, with this type of test, students do not have the opportunity to avoid 
complexities and concentrate on the superficial aspects of the topic, as is often 
the case.
Objectives
The test was divided into six main generic skills objectives stated in the table of 
specification. Table 4.14 above. These are, to recognise main ideas from picture, 
to recognise main ideas from the text, to infer meaning of words, locate explicit 
details, apply concepts in the passage, and infer comprehension. Each of these 
objectives contains three questions except for ‘Locating explicit details’, which 
contains four. This has been considered necessary as it could cover extra points 
of interest for the reading skills.
2.1.6 Text Readability
This text was extracted from a well-known referenced Spanish book for 
beginners’ students called Pasos 1. Therefore, the level of difficulty is considered
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to be appropriate for this test and level. However, this text was piloted and the 
readability level measured, with the Flesch Reading Easy Score (FRES) formula, 
to ensure the validity and reliability of the text.
There are several methods of assessing the readability of a document. The most 
direct way to measure readability is to administer a comprehension test based on 
the document of interest to a group of readers of known reading ability. 
Readability can also be measured by the judgment of a literacy expert. A third 
approach uses reading formulas, rather than experts or test subjects. Reading 
formulas are mathematical equations that estimate the reading level of a 
document based on the words that are used and the length of sentences. The 
methods using test subjects and experts are more costly and time consuming, 
but also more precise than reading-level formula methods (Klare, 1974). The 
reading-level formulas can be thought of as automatic approximations of the 
other methods. In this study, time and resource constraints dictated the use of 
formula-based methods.
One of the methods to assess readability is the Flesch Reading Ease Score 
(FRES) formula used on texts of typically 100 words. It uses two characteristics: 
one is counting the numbers of syllables per hundred words, and the other is 
counting the number of words in a sentence. The difficulty of words is taken into 
account before the complexity of sentences.
The SMOG formula is only applicable to English language documents. The 
method is quick, simple to use and particular useful for shorter materials, e.g. a 
study’s information pamphlet or consent form. It follows three steps: One count 
off 10 consecutive sentences near the beginning, in the middle, and near the end 
of the text. If the text has fewer than 30 sentences, use as many as are provided. 
The second step consists on counting the number of words containing 3 or more 
syllables (polysyllabic) including repetitions of the same words. And finally, look 
up the approximate grade level on the SMOG conversion table.
The Fry Readability Graph (FRG) and the Lexile Framework (LF) are applicable 
to Spanish texts. The FRG has been validated for Spanish and English-languge 
documents (Guilliam, Pena and Mountain, 1980). The FRG uses three sample
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passages of text, each exactly 100 words in length, from the beginning, middle, 
and end of the source document. The equivalent level in school is computed as a 
function of the number of sentences and words contained in the three samples of 
text. Application of the FRG to Spanish-language documents is similar to its 
application to English-language documents, with the exception of syllable 
counting, in Spanish. Adjustment compensates for the fact that Spanish text 
contains more syllables per word than English text of the same reading level. 
(Guilliam, et al., 1980).
The Lexile Framework is a relatively new software program that estimates the 
readability level of a document based on two factors; average sentence length 
and word familiarity. Passages consisting of shorter sentences are assumed to 
be easier to read than passages consisting of longer sentences. Passages 
consisting of familiar (commonly used) words are assumed to be easier to read 
than passages consisting of unfamiliar words. (Wright and Strener, 1998).
Text readability results and limitations
The text was divided into two different paragraphs of 100 words each. The 
number of sentences (9) by paragraph was the same in both. These sentences 
varied on the number of words between three and twenty-two words per 
sentence. However, the mean score on the number of words per sentence is 
very balanced for both texts as well as the number of syllables. The mean score 
for the first text is Mean= 10.6 and for the second text, the mean score is 
Mean=12. The syllable count in both texts is equal 186. Therefore, both 
paragraphs had the same readability level.
According to Flesch reliability formula, this test is suitable for the beginners level. 
The text measured had 100 in both texts and the average sentence length is of 
12 words. According to the syllables count, the number of syllables per words 
exceeds, in many cases, the two syllables. This is according to Fry (1977a) a 
common situation with Spanish language because most words are longer than in 
English. Therefore, in order to measure the readability on Spanish texts, with 
long syllable words, it is necessary to subtract 67 from the total syllables count. 
After tried with all the numbers between 60 and 70, 67 produced the closest 
equivalencies between Spanish and English. Following the Flesch Reading Easy
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Score formula (see Appendix V, p. 278: FRES readability formula chart), a ruler 
was laid across the table so that it crossed the left column at the number of 
words per sentence (10) and the right column at the number of syllables per 100 
words (186-67=119). Then the ruler crossed the middle column in the Flesch 
Reading Ease chart. The score in the chart was 95, which was defined as ‘very 
easy’
One of the limitations of the readability formulas, being strictly text-based, is that 
they do not address the interactive nature of the reading process. According to 
Dreyer, (1984), most reading formulas, including those used in this study, employ 
syntactic and semantic factors and do not directly address factors related to 
communicating meaning. For instance, readability formulas do not distinguish 
between written discourse and nonsensical combinations of words. Another 
limitation is that formulas cannot assess other critical factors such as the reader’s 
interest, experience, knowledge or motivation, all of which may influence the 
reader’s ability to comprehend the cognitive task. (Duffy, 1985)
Based on the finding on this readability text assessment, the reading level of the 
text “24 horas con Corin Telledo” is scored, according to Flesch Reading Ease 
Score formula 95, which is defined as ‘very easy’, and therefore, suitable for 
beginners’ students and for the complexion of the reading test.
2.1.7 Performance Criteria of Responses for the ATR
The multiple-choice test on reading contains 19 items. Each correct item was
marked equally with one point.
2.1.8 Length of the ATR
This reading test consists on 19 items, which was answered within 15 minutes. It 
was taken into consideration to extend the number of items in order to increase 
the reliability of the test. However, the time that students can dedicate to 
complete the test is very limited. Besides, this test covers an excellent variety of 
grammar including regular, irregular and reflexives verbs. It also covers a great 
variety of topics such as personal information and description, daily routine,
EdD 155 September 2004
The human factor and the development of a second language Chapter 4
description of a place and house, the time, and the family. Therefore, it contains 
a good part of the material cover in the beginners’ course, which provide enough 
evidence to measure the reading skills.
2.1.9 Preliminary Evaluation of the ATR Through a Trial with a 
Small Group
This multiple-choice reading test has been produced specially for this study. All 
the multiple-choice questions have been devised through the table of 
specification, which helped to determine and clarify objectives and take into 
consideration the cognitive skills required to perform this task at this level. 
Therefore, it required being trialed in order to increase the validity and reliability 
of this instrument.
As every single item tested has only one correct answer, the evaluation of the 
test is very straight forward and it would not be subject to different opinions which 
could reduce the reliability of this instrument. The results would not be affected 
by time.
2.1.10 Item Analysis on the ATR
The initial reading test, as the final test on reading consisted of a 19-multiple- 
choice item. However, some of the items in the final test were changed for 
improvement after the item total correlation results were not as expected. Table 
4.15 below displays some of the low reliable questions on the reading test. 
(Please refer to Appendix IV e, p. 275: table of item analysis results on the 
reading test). This table provide information on the trend of responses given by 
the test-takers and the statistical properties of the individual items. Column 1 
shows the item number and the correct response corresponding to it. Column 2 
shows the number of correct responses by the high achievers (first row) and the 
low achievers (second row) for each item. This column gives the first indication of 
any ‘defect’ that an item may have and these data would later be used to 
compute the discrimination index (Disc, d), and the difficulty index (Diff. p) shown 
in column 9 and column 10 respectively.
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Columns three to six show the number of responses to the given alternatives 
(correct responses and distracters). These columns enable an instrument 
designer to identify inefficient or defective distracters, which are considered to be 
inefficient, if any low achiever does not choose it or if the high achievers respond 
more frequently to it than the low achievers. Column 8 totals serves as a ‘check’ 
on data entry, while column 9 to 11 give the statistical properties of each item: its 
Disc, d, and its Diff. p. Disc, d indicates the tendency of an item to discriminate 
between the high and the low achievers; Diff p indicates the difficulty level of an 
item, and the item correlation indicates how consistent an item is with the 
instrument as a whole.
On the following Table 4.15 we can see that all the items in general are very 
easy as the Diff. p. is very high.
Table 4.15: Item analysis on the least discriminating questions on the reading test.
Quest Correct A B C D Omitted Total Disc d Diffp q = (1-p) p * q
2-A 7 7 7 OJ# 1.00 0.00 0.00
5 5 5
4-D 7 7 7 029 1.00 0.00 0.00
5 5 5
5-C 7 7 7 029 1.00 0.00 0.00
5 5 5
6-B 7 7 7 0.43 042 048 0.08
4 1 4 5
12-C 7 7 7 0.43 042 048 0.08
4 1 4 5
17-C 6 6 1 7 0.14 042 048 048
5 5 5
18-D 6 6 1 7 0.14 042 048 048
5 5 5
19-C 6 6 1 7 0.14 042 048 048
5 5 5
Looking at Q2 and Q4, the higher and lower achievers answer both questions 
correctly, therefore the difficulty level of those two items Diff. p.= 1.00 is too high. 
Also, the consistency between these items and the whole instrument is 0.00, 
which is very low. Even though the rest of the questions in table 7 have a Diff. p. 
below 1, still is too high (e.g. Q6: Diff. p.= 0.92). This show that the distracters 
are not very efficient, therefore, they were revised and changed by others which
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could be chosen easily by the highest and lowest achievers. The overall total 
item analysis of this reading test was acceptable with a KR-20= 0.66, and a 
variant of the whole reading test of 8%^ = 6.89. However after the questions were 
improved to increase the reliability the value of KR-20 increased to 0.85, making 
the reading test a very reliable test.
Having seen the development of the questionnaires, and writing and reading 
tests, the next item used for this study was the L1 knowledge of grammar test. In 
the next section we are going to see the development process of this instrument 
and a preliminary evaluation and items analysis through a trial with a small 
group.
3. L1 Knowledge of Grammar Test
This instrument the L1 Knowledge of Grammar Test, was intended for beginners’ 
students who are in the first year of Spanish as a foreign language. However, as 
the test is in English, it could be completed it by any post school age students 
sixteen to older learners who speak English.
3.1 Development Process of the L1 Knowledge of Grammar Test.
The aim of the L1 knowledge of grammar test is to find out how knowledgeable 
the students are of their own grammar. The L1 knowledge of grammar test, (see 
Appendix III f, p. 259: Instrument L1 knowledge of grammar test), consists of a 
two-section multiple-choice test containing 13 multiple-choice items based on 
verbs tenses, and on 25 multiple-choice items based on grammatical categories. 
This would make possible to determine which group has a better understanding 
and knowledge of own language grammar.
Several issues have been taken into consideration to justify the content validity of 
the LI knowledge of grammar test. These were as follows:
1. Definition of transfer of LI knowledge of grammar.
2. Table of specification for the LI knowledge of grammar test.
3. The multiple-choice items on the LI knowledge of grammar.
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4. Performance criteria of responses for the L1 Knowledge of grammar 
test.
5. Length of the L1 knowledge of grammar test.
6. Preliminary evaluation of the L1 knowledge of grammar test.
7. Item analysis of the L1 knowledge of grammar test.
3.1.1 Definition of Transfer of LI Knowledge of Grammar
The first language is no longer considered a villain in a learner’s efforts to acquire 
a second language. Besides, even though some errors can be attributed to a 
‘negative transfer’ influenced by the learners’ LI use into a L2, the LI knowledge 
of grammar could be used positively as automatic use of structures in the L2 
performance when the structures are in both languages the same, (e.g. the 
understanding of verbs tenses: what is a simple past? or grammatical categories: 
what is a preposition?)
In order to measure all the knowledge of grammar on the students first language 
it has been necessary to devise a table of specification for this LI knowledge of 
grammar tests.
3.1.2 Table of Specification for the LI Knowledge of Grammar 
Multiple-Choice Test 
To enhance validity it was necessary to maintain a logical link across research 
question, content hypothesis and instruments. In order to reduce ambiguity and 
maintain validity when measuring achievement it has been necessary to create a 
table of specification. For this type of test only one cognitive category - 
comprehension- from the Bloom’s Taxonomy of Cognitive Domain (Bloom, 
1956), was relevant.
Table 4.16 below illustrates the areas that the students had to cover when 
undertaking the multiple-choice test. It determines the cognitive level to test 
grammar of English. This table consist of two columns: the objectives and the 
cognitive skills. The objectives, according to Black, (1999:248), plays an 
important part in design, assessment and evaluation of material. All the
EdD 159 September 2004
The human factor and the development of a second language Chapter 4
objectives required for this test are all listed down the page. They are the two 
main objectives to cover: verbs tenses and forms, and the grammatical 
categories. It included the grammatical points the students have to recognise in 
order to measure their knowledge of grammar. The cognitive skill -  
comprehension- is listed in column two. The points to recognise are verbs tenses 
and forms, type of verbs, determinate and indeterminate articles, prepositions, 
nouns, adverbs, adjectives, possessives, and conjunctions.
Table 4.16: Table of specification for the multiple-choice test on LI knowledge of 
grammar
Objectives Grammar to cover
Students should be 
able to demonstrate 
their knowledge level 
on L1 grammar on 
how well they:
Comprehension
-recognise-
Verbs
tenses
Verbs
types
Nouns Art. Adj. Adv. Prep. Conj. Posse.
12. Ability to recognise 
verbs in the 
present tense.
X
13. Ability to recognise 
verbs in the 
conditional form.
X
14. Ability to recognise 
verbs in the 
reflexive form.
X
15. Ability to recognise 
verbs in the 
present
continuous form.
X
16. Ability to recognise 
verbs in the simple 
past tense.
X
17. Ability to recognise 
verbs in the future 
form.
X
18. Ability to recognise 
verbs in the 
present perfect 
form.
X
19. Ability to recognise 
nouns.
X
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Table 4.16: Table of specification for the multiple-choice test on LI knowledge of
Objectives Grammar to cover
Students should be 
able to demonstrate 
their knowledge level 
on L1 grammar on 
how well they:
Comprehension
-recognise-
Verbs
tenses
Verbs
types
Nouns Art. Adj. Adv. Prep. Conj. Posse.
20. Ability to organize 
indeterminate 
articles.
X
21. Ability to recognize 
determinate 
articles.
X
22. Ability to recognize 
auxiliary verb.
X
23. Ability to recognize 
regular verbs.
X
24. Ability to recognize 
irregular verbs.
X
25. Ability to recognize 
adverbs.
X
26. Ability to recognize 
possessives.
X
27. Ability to recognize 
adjectives.
X
28. Ability to recognize 
prepositions.
X
29. Ability to recognize 
conjunctions.
X
This multiple-choice test aims to measure the participants’ knowledge of 
grammar in their first language; therefore, the verbs tenses and grammatical 
categories used are more advanced. They are not for beginners in English.
Based on Bloom’s taxonomy of cognitive domain, this task covers only one 
cognitive category: comprehension or recognition as they only have to recognize 
the verb or the grammatical category asked in the question.
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According to Black (1999:247) the comprehension level is defined as follow. 
Comprehension is the lowest level of understanding and students would have to 
demonstrate their ability to recognise and select the right choice when selecting 
the answer. The boxes are marked with an ‘X’ ensuring that each objective is 
going to measure comprehension.
3.1.3 The Multiple-Choice Items on the LI Knowledge of Grammar 
The multiple-choice test consists of 38 items. The main objective is to identify 
how knowledgeable they are on their own grammar. It is a summative evaluation 
of how knowledgeable they are on their own language learning.
With this type of test, students are asked to select one alternative, from a given 
list of alternatives in responses to a “question stem".
For example.
Question stem:
“  Which of these following Is a ‘noun’?”
Alternatives:
A) big
B) his
C) cat
D) now
Every item or question stem has 4 different alternatives (A, B, C and D). From 
these four alternatives only one is correct. The students have to select the 
answer they consider is the right one and then transfer it into the answering 
sheet under column 2. In this example, the correct alternative (‘the answer’) is C. 
The other incorrect alternatives are the ‘distracters’.
3.1.4 Performance Criteria for the LI Knowledge of Grammar
The multiple-choice test on the LI knowledge of grammar contains 38 items.
Each correct item was marked equally with one point.
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3.1.5 Length of the LI Knowledge of Grammar
This test consists of 38 items, which were answered within 15 minutes. To 
increase the reliability of the test, it was taken into consideration to extend the 
number of item. However, the time that students can dedicate to complete the 
test is very limited. Besides, this test covers an excellent variety of basic 
grammar including verbs and grammatical categories.
3.1.6 Preliminary Evaluation of the LI Knowledge of Grammar test 
Through a Trial, with a Small Group 
As the rest of the instruments, this multiple-choice test on the knowledge of 
grammar was devised specially for this study. All the multiple-choice questions 
were produced through the table of specification, which helped to determine and 
clarify objectives and take into consideration the cognitive skills required to 
perform this task at this level. For that reason, in order to increase the validity 
and reliability, this instrument needed to be trialed.
The results would not be affected by time, as every single item tested has only 
one correct answer. The evaluation of the test is very straightforward and it would 
not be subject to different opinions, which could reduce the reliability of this 
instrument.
3.1.7 Item Analysis on the LI Knowledge of Grammar 
The initial test on the use of grammar consisted of a 40-multiple-choice item. 
However the final test contained 38 items. Table 4.17 below displays some of the 
less reliable items on the use of grammar test (please, refer to Appendix IV f, p. 
276: for the completed table of item analysis results on the LI knowledge of 
grammar). This table provides information on the trend of responses given by the 
test-takers and the statistical properties of the individual items. Column 1 shows 
the item number and the correct response corresponding to it. Column 2 shows 
the number of correct responses by the high achievers (first row) and the low 
achievers (second row) for each item. This column gives the first indication of 
any ‘defect’ that an item may have. For example, an item which is found to be 
equally or more attractive to the low achieves would be considered as ‘suspect
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items’ and warrant further investigation. Data from this column would later be 
used to compute the discrimination index (Disc, d), and the difficulty index (Diff. 
p.) shown in column 9 and column 10 respectively.
Columns 3 to 6 enable an instrument designer to identify inefficient or defective 
distracters. They show the number of responses to the given alternatives (correct 
responses and distracters). If any low achiever does not choose a question, this 
distracter is considered to be inefficient. A distracter is also considered 
inappropriate, if the high achievers respond more frequently to it than the low 
achievers.
Column 8 totals, serves as a ‘check’ on data entry while column 9 to 11 give the 
Disc, d, and its Diff. p. The Disc, d indicates the tendency of an item to 
discriminate between the high and the low achievers. Indicates how consistent 
an item is with the instrument as a whole. The Diff p. indicates the difficulty level 
of an item, (e.g., an indication of how may are getting it right). Table 4.17 shows 
that items marked in red are very easy.
Questions (Q) 6,9,10,11 and 26 were answered correctly by all the higher and 
lower achievers, with a Disc. d. =0.00 and a Diff. p. =1.00 in all of them. 
Therefore, all these items were changed to different ones, which could provide 
different responses. All the higher achievers have answered other items such as 
Qs 15, 29, 32, 37 and 39 correctly. In all these questions, all the lower achievers 
also chose the right answer with the exception of only one who omitted the 
answer in each of the questions. Therefore, even though some of the participants 
did not know the answer these items has to be changed, as they are too easy 
(Disc. d. =0.17, and Diff. p. =0.92). In the case of Q 5, 14 and 23 number of 
correct and wrong answers by the higher and lower achievers is the same. In 
these two cases the distracters were changed for others, which could provide 
better results. The rest of the questions or items shows acceptable results, and 
acceptable consistency between items and the instrument as a whole, with KR- 
20= 0.54.
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Table 4.17; Item analysis on the least discriminating questions on the L I knowledge of
Quest Correct A B C D Omitted Total Disc d Diffp q -  (1-p) p * q
5D 5 1 5 6 0.00 0.83 0.17 0.14
5 1 5 6
6A 6 6 6 0.00 1.00 0.00 0.00
6 6 6
9A 6 6 6 0.00 1.00 0.00 0.00
6 6 6
lOA 6 6 6 0.00 1.00 0.00 0.00
6 6 6
IIB 6 6 6 0.00 1.00 0.00 0.00
6 6 6
14D 4 2 4 6 0.00 0.67 023 022
4 1 1 4 6
15A 6 6 6 0.17 0.92 048 0.08
5 5 1 6
23D 4 1 4 1 6 0.00 0.67 023 022
4 1 1 4 6
26A 6 6 6 0.00 1.00 0.00 0.00
6 6 6
29C 6 6 6 0.17 0.92 0.08 048
5 5 1 6
32C 6 6 6 0.17 042 048 0.08
5 5 1 6
37C 6 6 6 0.17 042 048 048
5 5 1 6
39A 6 6 6 0.17 042 048 048
5 5 1 6
Having seen the development process of LI knowledge of grammar test, next 
section will describe the last of the instruments used in the study, which 
consisted on the answering sheet paper.
Answering Sheet Paper
The answer sheet was produced with the intention of facilitate the data analysis 
as well as having a better overall visual idea on the performance and 
achievement of the each individual participant on all the questionnaire and tests. 
(Please, refer to Appendix III g, p. 266 for a sample of the answer sheet).
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The answer sheet consisted of a two sheets of paper that contained all the 
information required by the participant. Page 1 contained five columns. These 
columns were organised in order of difficulty. Each column contains the numbers 
that correspond to each question or item in the questionnaires and tests. Page 2 
had some questions on personal information (name, age, gender, nationality, 
foreign languages spoken, and course programme -full time or part-time). Page 
3 consisted mainly of a 16 double-lined page to write the composition -an 
informal letter.
The participant had to complete, first of all, column 1. This column had the 
responses on the ‘LI Knowledge of Grammar’ test, which was considered, by the 
trial group, as the hardest and it also needed more time to complete. This column 
had two sections A and B. Section A measured the knowledge of verbs tenses, 
(numbers 1 to 13), while section B measure the grammatical categories, 
(numbers 14 to 38) both in English. Column 2 is allocated for the answers on the 
writing test the ‘Use of Grammar’. It contains numbers from 1 to 36, and was 
considered as the second one on difficulty. The last page on the writing test also 
contains the question for the composition. This was answered after column 2 and 
in the last paper of the answered sheet, which contain information on where to 
write the letter. It was required not to write in some spaces as it was reserved for 
marking.
Column 3 was allocated for the answers on the reading test. It was the shortest 
with only 19 questions. Column 4 and 5 was allocated to the motivation and LLS 
respectively. Column 4 had sections A and B; and column 5 contained sections C 
and D of the questionnaire. Even though this instrument was longer than the 
reading one, it was completed at the end as it was in English. Also, it was easy to 
complete by the participant as it was live experience and they did not have to 
concentrate on thinking as with the tests.
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Conclusion
The main aims of this chapter were to describe the development process of the 
research instruments, to have a preliminary evaluation of these instruments, and 
to measure the reliability of these instruments.
The research instruments consisted of a double questionnaire based on 
motivation and LLS. The section on motivation measured the type of motivation 
students have to learn Spanish, -integrative and instrumental. Section two 
measured if the participant tends to use more cognitive or metacognitive 
language learning strategies. Both sections contained a column with statements 
and a column with five-point Likert scale (1 strongly disagree, 2 disagree, 3 
uncertain, 4 agree, 5 strongly agree). The tests on writing and reading measured 
the achievement of the language, and the test of L1 knowledge of grammar 
measured how knowledgeable the students are in their own language learning. 
Apart from the composition, which is continuous writing, the tests were presented 
through multiple-choice items, which facilitated the marking and the time taken to 
complete the questionnaire. In order to have the records and date of all the 
participants in a minimum volume of paper and have all the participants’ results 
visible in one page an answer sheet paper was also devised.
The instruments were devised through tables of construct (for the 
questionnaires), and with tables of specification (for the tests), in order to have 
reliable instruments. In addition, to increase the reliability, for the multiple-choice 
questions was taken into consideration the application of cognitive levels of the 
Bloom’s taxonomy. Besides, the reading text had the level of difficulty tested by 
the Flesch Reading Easy Score formula, to ensure the validity and reliability of 
the text which scored 95=very easy, which made the text suitable for the level of 
Spanish of the participant and this study.
The preliminary evaluation and the item analysis found the instruments to be 
adequately reliable and valid in measuring what they suppose to measure. The 
reliability on the integrative and instrumental motivation based on «=12 was 
adequate with the Cronbach alpha coefficient obtained as a= 0.67 and a= 0.71
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respectively. The LLS questionnaire had a reliability of a= 0.60 for cognitive LLS; 
and a= 0.70 for metacognitive LLS, which is acceptable. The Cronbach alpha 
coefficient obtained on the writing test -an informal letter, was 0.62.
The L1 knowledge of grammar instrument shows an acceptable reliability with 
(KR20 =0.54). However, the multiple-choice instruments on the use of grammar 
(KR20 =0.70), the reading test (KR20 =0.85) show a very high KR20, which 
indicate that they are very reliable instruments to use in this study.
Having seen the development process of the research instruments, the 
preliminary evaluation and checking the reliability of the instruments we have to 
precede to the data analysis. Data collected using these instruments will be 
presented and analysed in the following chapter. Chapter 5.
EdD 168 September 2004
The human factor and the development of a second language Chapter 5
C hapter 5 
D a t a  A n a l y s is
The Method Used to Analyse the Data
The Analysis of Findings
Conclusion
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1Da t a  A n a l y s is
The previous chapter described the development process of the research 
instruments, including a preliminary evaluation of the instruments, and the results 
of the item analysis to measure the reliability of each instruments. This chapter 
presents and analyses the data of the research instrument. The main aim of this 
chapter is to answer the following general research question with reference to the 
type of students (FTU, PTA, M and F):
Is there a difference in motivation levels?
Is there a difference in LLS used?
Is there a difference in L1 knowledge of grammar?
Also, with reference within each group, FTU and PTA students:
Are there significant correlations among the variables (motivation, 
LLS and L1 knowledge of language) and in particular with 
achievement in Spanish?
If there are:
What is the strength of the relationship of motivation, LLS and L1 
knowledge of grammar with the total Spanish scores?
This chapter consists of three sections:
1. The method used to analyse the data,
2. The analysis of findings, and
3. Conclusion.
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Method of Data Analysis
The data was analysed using both descriptive and inferential statistics. 
Differences across the four groups, (FTU, PTA, male and female), were 
determined from results on the two questionnaires (motivation and LLS), and on 
the tests on (L1 knowledge of the language, writing and reading). This section 
consists of four parts:
1. Differences,
2. Correlations,
3. Multiple regressions, and
4. Part correlations
1. Differences
A two-way analysis of variance (ANOVA) was used to test the research 
hypotheses on differences, since it permitted simultaneous comparisons between 
samples that have two independent variables, (type of course -full time/part time; 
and gender), and one dependent variable (e.g., motivation). Black (1999). 
Therefore, a two-way ANOVA allows for interactions between variables course, 
gender and the specific dependent variable, as well as differences across each 
of the main effects. The ANOVA has four underlying assumptions:
- The underlying populations are normal for the trait,
- There is homogeneity of variance across groups,
- All measures are independent of each other,
- Component variances are additive.
The ANOVA is a quite a robust statistical tool. Therefore, normality of the 
underlying population for the trait under study was assumed for all cases in the 
study unless indication of abnormality was found to be extremely obvious such 
as when the shape of the sample distribution was highly distorted. Homogeneity 
of variance however, was checked specifically using an Excel worksheet in 
accordance with Black (1999). All measures were assumed to be independent of
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each other and the component variances were assumed to be additive. The 
statistical power of the test was calculated using Excel worksheet in accordance 
with Black (1999) and reported only when statistical significance was obtained.
2. Correlations
Correlation is a measure of the degree of linear relationship between two 
variables, usually x and y. To assess the strengths and directions of the 
associations, the coefficients of correlation between the variables were 
determined using the Pearson Product-Moment correlation coefficient rxy.. The 
assumptions for using the product moment formula is that the distributions for the 
underlying population are approximately normal and the relationships between 
variables are linear. To determine the significance between two correlations and 
establish a confidence interval for a correlation, a t-test was also calculated. 
Therefore, correlation was used to understand the relationship, first of all, 
between the use of grammar, the letter, the reading test, and the dependent 
variable (the LI knowledge of grammar); and secondly, to understand the 
relationship between the dependent variables (motivation, LLS and LI 
knowledge of grammar) and the total Spanish scores from the test.
3. Multiple Regressions
Multiple regressions were also calculated. While correlations indicate the 
strength of relationship between pairs of variables, in simple regression the 
emphasis is on predicting one variable from the other, where as multiple 
regression would allow predictions of one variable from several dependent 
variables, (Black, 1999:659). The challenge is to identify which variables from 
multiple correlations potentially make a significant and sizeable contribution, 
since some of the dependent variables are intercorrelated.
As part of a manual process of stepwise regression, a full regression analysis 
was initially carried out using all the variables. Afterwards new regressions were 
used with those variables that showed potential significance. was calculated 
each time to obtain the cumulative shared variance for the variables -the total
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Spanish scores and those from the set of variables -motivation, LLS and L1 
knowledge. It describes the proportion of the variance in y (total scores) that is 
accounted for by all the independent variables together.
4. Part Correlations
Related contributions to can be found, and it has been suggested the best 
way is through part correlations, (Black, 1999; Kerlinger and Pedhasur, 1973). 
The portioning of variances in this way facilitates the interpretation multivariate 
models.
Analysis of Findings
In this section, the results of the analysis on the questionnaires and tests will be 
presented in turn in the following order:
1. Analysis of finding on motivation questionnaire
2. Analysis of finding on LLS questionnaire,
3. Analysis of finding on achievement test on writing (letter and use of
grammar).
4. Analysis of finding on achievement test on reading,
5. Analysis of findings on the LI knowledge of grammar test.
6. Correlations and Multiple regressions
7. Part Correlations
1. Analysis of Findings on Motivation Questionnaire
Results of the analysis on integrative and instrumental motivation questionnaire 
will be presented in this section. This section aims to answer the following 
research question:
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‘Are there differences in strength of integrative and instrumentai 
motivation for the full time undergraduate students and the part 
time associated students and differences by gender?’
This section will concentrate on:
- Findings on integrative motivation, and
- Findings on instrumental motivation
1.1 Findings on Integrative Motivation
Table 5.1 below displays the descriptive statistics (mean x, variance v, and group 
sizes n) for the FTU students and PTA students and gender on integrative 
motivation. From Table 5.1, it can be observed that the differences between 
genders are not significant; in contrast, there are some differences between FTU 
and PTA students. The relationship between the means in Table 5.1 is illustrated 
graphically in Figure 5.1.
Table 5.1. Descriptive statistics (mean x, variance v, and group sizes n) for
Gender
Course Fern. Masc. Main effects 
course
FTU x= 36.73 35.29 36.01
v= 66.52 60.35 63.9
n= 26 17 43
PTA x= 39.28 40.76 40.02
v= 93.18 103.59 95.92
n= 32 21 53
Main effect x= 38.01 38.03
gender v= 81.49 89.68
n= 58 38
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Mean scores on integrative motivation by each group and gender
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Fig. 5.1: Graphical representation of the means of the scores on integrative motivation for 
male and female samples for both groups.
To see whether these differences are significant or not, it was necessary to carry 
a two-way analysis of variance (ANOVA). Table 5.2 below provides the results of 
the analysis on the hypotheses testing on integrative motivation. It shows that the 
F  value for tvoe of course (FT/PT) main effect is higher than its F -c n tic a i [ F=4.71 > 
F-critica i = 3.94 ]. This means that there was a main effect of integrative motivation 
across student groups. Therefore, the following null hypothesis was rejected:
Hq: ‘There will be no statistically significant difference in the strength of 
integrative motivation between the full time undergraduate students and 
the part time associate students’.
The P-vaiue also shows that there are significant differences; as it is lower than 
alpha, [ a=0.05  ] with a relatively low Power of 0.56.
as dependent variable.
ANOVA SS df M S  (s ^ ) F P'value F-critical a Power
FTU/PTA 381.57 1 381.57 4.7160 0.032 3.94 0.05 0.56
M/F 0.01 1 0.01 0.00 0.991 3.94 0.05 n. s.
AxB interac. 51.64 1 51.64 0.64 0.426 3.94 0.05 n. s.
Within 7443.65 92 80.91
Total 7876.87 95
EdD 175 September 2004
The human factor and the development of a second language Chapter 5
According to the results on gender and integrative motivation, Table 5.2 shows 
that the F value for gender (M/F) main effect is lower than its F-cnucai [F= 0.00 < F- 
criticai = 3.94]. This means that there was not a main effect of integrative motivation 
in the scores across gender. Therefore, the following null hypothesis was 
accepted:
Hq: ‘There will be no statistically significant difference across gender in 
their integrative motivation between the full time undergraduate 
students and the part time associate students’.
The P-vaiue also shows that there are no statistical differences as it is higher than 
alpha, [«=0.05].
In addition, it is observed that the F  value for the interaction effect is less than its 
corresponding F-cnticai value [ F =0.64 < F-cnticai = 3.94 ] indicating a non- 
statistically significant interaction. Therefore, the following null hypothesis was 
accepted:
H q: ‘There will be no statistically significant difference on the interaction 
effect on integrative motivation between gender (male and female), and 
groups (full time undergraduate students and part time associate 
students)’.
1.2 Findings on Instrumental Motivation
Table 5.3 below display the descriptive statistics (mean x, variance v, and group 
sizes n) for the FTU students and PTA students and gender on instrumental 
motivation. From Table 5.3, it can be observed that the differences among 
groups and genders are not significant with the exception of FTU males. The 
relationship between the means in Table 5.3 is illustrated graphically in the 
following. Figure 5.2.
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Table 5.3. Descriptive statistics (mean x, variance v, and group size n) for 
the FTU and PTA groups on instrumental motivation.
Gender
Course Fern. Masc. Main effects course
FTU x= 22.73 25.00 23.87
v= 39.80 76.25 54.00
n= 26 17 43
PTA x= 22.66 22.71 22.69
v= 34.30 50.41 39.84
n= 32 21 53
Main effect x= 22.69 23.86
gender v= 36.11 61.55
n= 58 38
Mean scores on instrumental motivation by each group and 
gender
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Fig. 5.2: Graphical representation of the means of the scores on instrumental 
motivation for male and female samples for both groups.
Table 5.4 below provides the results of the analysis on the hypotheses testing on 
instrumental motivation. It shows that the F  value for tvoe of course (FT/PT) main 
effect is lower than its F-cnticai [F=0.65 < F-cnticai = 3.94]. This means that there was 
not a main effect of instrumental motivation across student groups. Therefore, 
the following null hypothesis was accepted:
Hq: ‘There will be no statistically significant difference in the strength of 
instrumental motivation between the full time undergraduate students 
and the part time associate students’.
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The P-vaiue also shows that there are not statistical differences as it is higher than 
alpha, [ «=0.05 ].
Table 5.4: A two way ANOVA with instrumental motivation as dependent variable.
ANOVA SS df M S  (s ^ ) F P'value F-critical a Power
FTU/PTA 33.06 1 33.06 0.6587 0.419 3.94 0.05 n.s
M/F 31.09 1 31.09 0.62 0.433 3.94 0.05 n. s.
AxB interac. 30.42 1 30.42 0.61 0.438 3.94 0.05 n. s.
Within 4617.62 92 50.19
Total 4712.19 95
According to the results on gender and instrumental motivation. Table 5.4 shows 
that the F  value for gender (M/F) main effect is lower than its F-cnticai [F= 0.62 < F- 
criticai = 3.94]. This means that there was not a main effect of integrative motivation 
in the scores across gender. Therefore, the following null hypothesis was 
accepted:
H q: ‘There will be no statistically significant difference across gender in 
their instrumentai motivation between the fuli time undergraduate 
students and the part time associate students’.
The P-vaiue also shows that there are no statistical differences; as it is higher than 
alpha, [ «=0.05 ].
In addition, it is observed that the F  value for the interaction effect is less than its 
corresponding F-cnticai value [ F  =0.61 < F-cnticai = 3.94 ] indicating a non- 
statistically significant interaction. Therefore, the following null hypothesis was 
accepted:
Hq: ‘There wili be no statisticaily significant difference on the interaction 
effect on instrumental motivation between gender (male and female), 
and groups (full time undergraduate students and part time associate 
students)’.
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2. Analysis of Findings on LLS questionnaire
Results of the analysis on cognitive and metacognitive LLS questionnaire will be 
presented in this section. This section aims to answer the following research 
question;
‘Are there differences in strength of cognitive and metacognitive 
LLS for the fuii time undergraduate students and the part time 
associated students and differences by gender?’
This section will concentrate on:
1. Findings on cognitive LLS (C-LLS), and
2. Findings on metacognitive LLS (M-LLS).
2.1 Findings on Cognitive LLS
Table 5.5 below display the descriptive statistics (mean x, variance v, and group 
sizes n) for the FTU students and PTA students and gender on cognitive LLS. 
The relationship between the means in Table 5.5 is illustrated graphically in the 
following, Figure 5.3.
Table 5.5. Descriptive statistics (mean x, variance v, and group size n) for the
Gender
Course Fern. Masc. Main effects course
FTU x= 34.58 33.65 34.11
v= 21.53 8.99 16.46
n= 26 17 43
PTA x= 35.53 35.48 35.58
v= 30.06 22.26 26.49
n= 32 21 53
Main effect x= 35.05 34.56
gender v= 26.02 16.77
n= 58 38
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Mean scores on cognitive LLS by each group and gender
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Fig. 5.3: Graphical representation of the means of the scores on 
cognitive LLS for male and female samples for both groups.
To see whether these differences are significant or not, it was necessary to carry 
a two-way analysis of variance (ANOVA). Table 5.6 below provides the results of 
the analysis on the hypotheses testing on cognitive LLS. It shows that the F 
value for tvoe of course (FT/PT) main effect is lower than its F-cnticai [ F=2.219 < 
F-criticai = 3.94 ]. This means that there was not a main effect of cognitive LLS 
across students groups. Therefore, the following null hypothesis was accepted:
Hq: ‘There will be no statistically significant difference in the strength of 
cognitive LLS between the fuii time undergraduate students and the 
part time associate students’.
The P-vaiue shows that there are not statistical differences; as it is higher than 
alpha [ a=0.05 ].
Table 5.6: A two way ANOVA with cognitive LLS as dependent variable.
ANOVA SS df M S  (s ^ ) F P'value F-critical a Power
FTU/PTA 45.98 1 45.98 2.2199 0.140 3.94 0.05 n. s.
M/F 5.57 1 5.57 0.27 0.605 3.94 0.05 n. s.
AxB interac. 5.64 1 5.64 0.27 0.603 3.94 0.05 n. s.
Within 1905.59 92 20.71
Total 1962.78 95
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According to the results on gender and cognitive LLS, table 5.6 shows that the F 
value for gender (M/F) main effect is lower than its F-cnticai [ F= 0.27 < F-cnticai =
3.94 ]. This means that there was not a main effect of C-LLS in the scores across 
gender. Therefore, the following null hypothesis was accepted:
H q: ‘There will be no statistically significant difference across gender in 
their cognitive LLS between the fuii time undergraduate students and 
the part time associate students’.
The P-vaiue shows that there are no statistical differences; as it is higher than 
alpha, [a=0.05 ].
In addition, it is observed that the F  value for the interaction effect is less than its 
corresponding F-cnticai value [ F  =0.64 < F-cnticai = 3.94 ] indicating a non- 
statistically significant interaction. Therefore, the following null hypothesis was 
accepted:
Hq: ‘There wiii be no statistically significant difference in the interaction 
effect on cognitive LLS between gender (male and female), and groups 
(full time undergraduate students and part time associate students)’.
2.2 Findings on Metacognitive LLS
Table 5.7 below display the descriptive statistics (mean x, variance v, and group 
sizes n) for the FTU students and PTA students and gender on metacognitive 
LLS (M-LLS). From Table 5.7, it can be observed that there are differences 
between groups and lower differences in gender within the groups. The 
relationship between the means in Table 5.7 is also illustrated graphically in 
Figure 5.4, on the next page.
EdD 181 September 2004
The human factor and the development of a second language Chapter 5
Table 5.7. Descriptive statistics (mean x, variance v, and group size
Gender
Course Fern. Masc. Main effects course
FTU x= 29.62 28.59 29.10
v= 18.25 35.26 24.55
n= 26 17 43
PTA x= 32.06 33.19 32.64
v= 50.77 52.26 50.68
n= 32 21 53
Main effect X - 30.84 30.89
gender v= 37.12 48.87
n= 58 38
Mean scores on metacognitive LLS by each group and gender
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Fig. 5.4: Graphical representation of the means of the scores on 
metacognitive LLS for male and female samples for both groups.
To see whether these differences are significant or not, it was necessary to carry 
a two-way analysis of variance (ANOVA). Table 5.8 below provides the results of 
the analysis on the hypotheses testing on metacognitive LLS. It shows that the F  
value for tvoe of course (FT/PT) main effect is higher than its F-cnticai [ F=7.536 > 
F-critica i = 3.94 ]. This means that there was a main effect of M-LLS across student 
groups. Therefore, the following null hypothesis was rejected:
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H q: There will be no statistically significant difference in the strength of 
metacognitive LLS between the full time undergraduate students and 
the part time associate students’.
The P -v a iu e  also shows that there are statistical differences; as it is lower than 
alpha, [ «=0.05 ] with Power = 0.82, indicating a confident result.
Table 5.8: A two way ANOVA with metacognitive LLS as dependent variable.
ANOVA SS df M S  (s ^ ) F P~value F-critical a Power
FTU/PTA 294.93 1 294.93 7.5363 0.007 3.94 0.05 0.82
M/F 0.06 1 0.06 0.00 0.969 3.94 0.05 n. s.
AxB interac. 28.90 1 28.90 0.74 0.392 3.94 0.05 n. s.
Within 3600.32 92 39.13
Total 3924.20 95
According to the results on gender and M-LLS, Table 5.8 shows that the F value 
for gender (M/F) main effect is lower than its F-cnticai [ F-  0.00 < F-cnticai = 3.94 ]. 
This means that there was not a main effect of M-LLS in the scores across 
gender. Therefore, the following null hypothesis was accepted:
H q: ‘There will be no statistically significant difference across gender in 
their metacognitive LLS between the full time undergraduate students 
and the part time associate students’.
The P -v a iu e  shows that there are no statistical differences; as it is higher than 
alpha, I «=0.05 ].
In addition, it is observed that the F  value for the interaction effect is less than its 
corresponding F-cnticai value [ F  =0.74 < F-cnticai = 3.94 ] indicating a non- 
statistically significant interaction between course and gender. Therefore, the 
following null hypothesis was accepted:
Hq: ‘There will be no statistically significant difference on the interaction 
effect on metacognitive LLS between gender (male and female), and 
groups (full time undergraduate students and part time associate 
students)’.
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3. Analysis of Findings on Achievement Test on Writing
Results of the analysis on the motivation and LLS questionnaire were presented 
in the previous section. Now, the analysis of finding on the achievement tests will 
be presented.
First of all, the results of the writing test will be provided. The main aim is to 
answer the following research question:
‘Are there differences in strength of writing skilis for the fuii time 
undergraduate students and the part time associated students and 
differences by gender?’
This section will concentrate on:
1. Findings on the achievement test on writing -a letter, and
2. Findings on the achievement test on writing -use of grammar.
3.1 Findings on the Achievement Test on Writing -a Letter.
Table 5.9 below display the descriptive statistics (mean x, variance v, and group 
sizes n) for the FTU students and PTA students and gender on writing a letter. 
To see whether this differences are significant or not, an ANOVA test was carried 
out. The relationship between the means in Table 5.9 is illustrated graphically in 
Figure 5.5.
Table 5.9: Descriptive statistics (mean x, variance v, and group size n) for
Gender
Course Fern. Masc. Main effects course
FTU x= 51.23 56.29 53.76
v= 931.46 1184.97 1012.14
n= 26 17 43
PTA x= 81.41 71.48 76.44
v= 801.93 433.76 668.95
n= 32 21 53
Main effect x= 66.32 63.89
gender v= 1073.83 805.41
n= 58 38
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Mean scores on writing letter by each group and 
gender
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Fig. 5.5: Graphical representation of the means of the scores on 
achievement test on writing a letter for male and female samples for 
both groups.
Table 5.10 below provides the results of the analysis on the hypotheses testing 
on writing skills. It shows that the F value for tvoe of course (FT/PT) main effect 
is higher than its F-cnucai [ F= 14.56 > F-cnticai = 3.94 ] with a Power = 0.99 for the 
test, a very strong result. This means that there was a main effect of writing skills 
across student groups. Therefore, the following null hypothesis was rejected with 
considerable confidence:
H q: There will be no statistically significant difference in the strength of 
writing skiils -the ietter- between the fuii time undergraduate students 
and the part time associate students’.
The P-vaiue also shows that there are statistical differences; as it is lower than 
alpha, [ «=0.05 ].
Table 5.10: A two way ANOVA with achievement test -writing a letter- as
ANOVA SS df M S  (s ^ ) F P'value F-critical a Power
FTU/PTA 12209.91 1 12209.91 14.5698 0.000 3.94 0.05 0.99
M/F 135.94 1 135.94 0.16 0.688 3.94 0.05 n. 8.
AxB interac. 1484.02 1 1484.02 1.77 0.187 3.94 0.05 n. s.
Within 77098.84 92 838.03
Total 90928.71 95
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According to the results on gender and writing skills, Table 5.10 shows that the F 
value for gender (M/F) main effect is lower than its F-cnucai [ F= 0.16 < F-cnticai =
3.94 ]. This means that there was not a main effect of writing skills -the letter 
across gender. Therefore, the following null hypothesis was accepted:
Hq: ‘There will be no statistically significant difference across gender in 
their writing skills -the letter- between the full time undergraduate 
students and the part time associate students’.
The P -v a iu e  also shows that there are no statistical differences; as it is higher than 
alpha, [«=0.05 ].
In addition, it is observed that the F  value for the interaction effect is less than its 
corresponding F-cnticai value [ F  =1.77 < F-cmcai = 3.94 ] indicating a non- 
statistically significant interaction. Therefore, the following null hypothesis was 
accepted:
Hq: ‘There will be no statistically significant difference on the Interaction 
effect on writing skills -the letter between gender (male and female), 
and groups (full time undergraduate students and part time associate 
students)’.
3.2 Findings on the Achievement Test on Writing -the Use of Grammar 
Table 5.11 below display the descriptive statistics (mean x, variance v, and group 
sizes n) for the FTU students and PTA students and gender on the writing skills 
the use of grammar. From Table 5.11, it can be observed that there are some 
differences between groups, and between genders, however through the two- 
way analysis of variance (ANOVA) we will see if these differences are statistically 
significant. The relationship between the means in Table 5.11 is illustrated 
graphically in Figure 5.6.
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Table 5.11: Descriptive statistics (mean x, variance v, and group size n) for the
Gender
Course Fem. Masc. Main effects course
FTU x= 21.15 19.71 20.43
v= 34.54 53.22 41.34
n= 26 17 43
PTA x= 26.94 25.81 26.37
v= 25.29 21.36 23.60
n= 32 21 53
Main effect x= 24.05 22.76
gender v= 37.32 44.02
n= 58 38
Mean scores on the achievement test on writing -the 
use of grammar
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Fig. 5.6: Graphical representation of the means of the scores on the 
achievement test on writing -the use of grammar for male and 
female samples for both groups.
The Bartlett’s heterogeneity of variance test showed statistical significant 
differences, since the Chi-square value was higher than Chi-square critical, [ Chi- 
sq = 9.29 < Chi-sq critical = 7.81 ]. Therefore, since there is heterogeneity of 
variance, there was a need to transform the data. Several were tried and one (x 
= x^ ) provided a non-significant Bartlett’s test.
To see whether these differences are significant or not, it was necessary to carry 
out a two-way analysis of variance (ANOVA). Table 5.12 below provides the 
results of the analysis on the hypotheses testing on writing skills -the use of 
grammar. It shows that the F value for tvoe of course (FT/PT) main effect is
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higher than its F-cnticai [ F=24.95 > F-cnticai = 3.94 ], with Power approaching 1.00. 
This means that there was a main effect of the use of grammar across student 
groups. Therefore, the following null hypothesis was rejected:
Hq: ‘There will be no statistically significant difference in the strength of 
writing skills -the use of grammar- between the full time undergraduate 
students and the part time associate students’.
The P -v a iu e  also shows that there are statistical differences; as it is lower than 
alpha, [«=0.05 ].
Table 5.12: A two way ANOVA on achievement test on writing -the use of grammar as
ANOVA SS df M S  (s ^ ) F P~value F-critical a Power
FTU/PTA 838.65 1 838.65 24.9590 0.000 3.94 0.05 1.00
M/F 38.08 1 38.08 1.13 0.290 3.94 0.05 n.s.
AxB interac. 18.33 1 18.33 0.55 0.462 3.94 0.05 n.s.
Within 3091.30 92 33.60
Total 3986.36 95
Bartlett's c//(Bart)= km-1
num= 9.83 chi sq= 9.29
den= 1.06 chi-sq prob= 0.026
chi-sq crit= 7.81
According to the results on gender and the use of grammar. Table 5.12 shows 
that the F  value for gender (M/F) main effect is lower than its F-cnticai [ F= 1.13 < 
F-critical = 3.94 ]. This means that there was not a main effect of the use of 
grammar across gender. Therefore, the following null hypothesis was accepted:
Ho: ‘There will be no statistically significant difference across gender in 
their use of grammar between the full time undergraduate students and 
the part time associate students’.
The P-vaiue also shows that there are no statistical differences; as it is higher than 
alpha, [«=0.05 ].
In addition, it is observed that the F  value for the interaction effect is less than its 
corresponding F-crtticai value [ F =0.55 < F-criticai = 3.94 ] indicating a non- 
statistically significant interaction. Therefore, the following null hypothesis was 
accepted:
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Hq: There will be no statistically significant difference on the interaction 
effect on the use of grammar between gender (male and female), and 
groups (full time undergraduate students and part time associate 
students)’.
4. Analysis of Findings on Achievement Test on Reading
Having seen the results on the achievement tests of writing -a  letter and the use 
of grammar, this section will provide the results on the achievement test of 
reading. Results of the analysis on the achievement test of reading will be 
presented on this section, which it aims to answer the following research 
question:
‘Are there differences in strength of reading skill for the full 
time undergraduate students and the part time associated 
students and differences by gender?’
4.1 Findings of the Achievement Test on Reading 
Table 5.13 below display the descriptive statistics (mean x, variance v, and group 
sizes n) for the FTU students and PTA students and gender on reading skills. 
The relationship between the means in Table 5.13 is illustrated graphically in 
Figure 5.7.
Table 5.13. Descriptive statistics (mean x, variance v, and group size n) for
Gender
Course Fem. Masc. Main effects course
FTU x= 11.92 11.47 11.70
v= 8.63 12.64 10.00
n= 26 17 43
PTA x= 14.78 14.57 14.68
v= 8.76 8.36 8.45
n= 32 21 53
Main effect X - 13.35 13.02
gender V- 10.61 12.42
n - 58 38
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Mean scores on the achievement test on reading
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Fig. 5.7: Graphical representation of the means of the scores on 
the achievement test on reading.
To see whether these differences are significant or not, it was necessary to carry 
a two-way analysis of variance (ANOVA). Table 5.14 below provides the results 
of the analysis on the hypotheses testing on reading skills. It shows that the F 
value for tvoe of course (FT/PT) main effect is higher than its F-cnticai [ F=2  ^.95 > 
F-critical = 3.94 ]. This means that there was a main effect of reading skills across 
student groups, with Power approaching 1.00, very high. Therefore, the following 
null hypothesis was rejected with confidence:
Hq: ‘There will be no statistically significant difference in the strength of 
reading skills between the full time undergraduate students and the part 
time associate students’.
The P-vaiue also shows that there are statistical differences; as it is lower than 
alpha, [ «=0.05 ].
Table 5.14: A two way ANOVA with the achievement test on reading as dependent variable
ANOVA SS df M S  (s ^ ) F P'value F-critical a Power
FTU/PTA 210.75 1 210.75 21.9598 0.000 3.94 0.05 1.00
M/F 2.52 1 2.52 0.26 0.610 3.94 0.05 n. s.
AxB interac. 3.56 1 3.56 0.37 0.544 3.94 0.05 n. s.
Within 882.92 92 9.60
Total 1099.74 95
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According to the results on gender and reading skills, Table 5.14 shows that the 
F  value for gender (M/F) main effect is lower than its F -c n tic a i [ F=  0.26 < F-cn u c a i =
3.94 ]. This means that there was not a main effect of reading skills in the scores 
across gender. Therefore, the following null hypothesis was accepted:
H q: ‘There will be no statistically significant difference across gender in 
their reading skills between the full time undergraduate students and  
the part time associate students’.
The P-vaiue also shows that there are no statistical differences; as it is higher than 
alpha, [ «=0.05 ].
In addition, it is observed that the F  value for the interaction effect is less than its 
corresponding F-cnticai value [ F  =0.37 < F-cnticai = 3.94 ] indicating a non- 
statistically significant interaction. Therefore, the following null hypothesis was 
accepted:
H q: ‘There will be no statistically significant difference on the interaction 
effect on reading skills between gender (male and female), and groups 
(full time undergraduate students and part time associate students)’.
Having seen the analysis of findings on the questionnaires and the tests, the last 
instrument to analyse is the LI knowledge of grammar test.
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5. Analysis of Findings on L1 knowiedge of grammar
The last instrument to analyse is the L1 knowledge of grammar test. This section 
presents the results of the analysis on this test, which aims to answer the 
following research question;
‘Are there differences in strength of L1 knowiedge of grammar 
for the full time undergraduate students and the part time 
associated students and differences by gender?’
5.1 Findings on the test on LI knowledge of grammar 
Table 5.15 below display the descriptive statistics (mean x, variance v, and group 
sizes n) for the FTU students and PTA students and gender on the LI knowledge 
of grammar. From Table 5.15, it can be observed that the differences between 
groups and genders. The relationship between the means in Table 5.15 is 
illustrated graphically in Figure 5.8.
Table 5.15. Descriptive statistics (mean x, variance v, and group size n) for the
Gender
Course Fem. Masc. Main effects course
FTU x= 25.81 23.47 24.64
v= 44.88 60.26 51.01
n= 26 17 43
PTA x= 28.38 26.57 27.47
v= 36.31 32.76 35.04
n= 32 21 53
Main effect x= 27.09 25.02
gender v= 41.09 46.21
n= 58 38
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Fig. 5.8: Graphical representation of the means of the 
scores on the L1 knowledge of grammar test for male and 
female samples for both groups.
Table 5.16 below provides the results of the analysis on the hypotheses testing 
on LI knowledge of grammar. It shows that the F  value for tvoe of course 
(FT/PT) main effect is higher than its F-cnticai [F=4.37 > F-cnticai = 3.94]. This means 
that there was a main effect of LI knowledge of grammar across the student 
groups, with power = 0.52, very low. Therefore, the following null hypothesis was 
rejected, but with little confidence:
H q: ‘There will be no statistically significant difference in the strength 
o f L1 knowledge o f grammar between the full time undergraduate 
students and the part time associate students’.
The P-vaiue also shows that there are statistical differences; as it is lower than 
alpha, [ «=0.05 ].
Table 5.16: A two way ANOVA on LI knowledge of grammar test as dependent variable.
ANOVA SS df M S  (s ^ ) F P ’ value F-critical a Power
FTU/PTA 190.68 1 190.68 4.3781 0.039 3.94 0.05 0.52
M/F 98.41 1 98.41 2.26 0.136 3.94 0.05 n. s.
AxB interac. 13.42 1 13.42 0.31 0.580 3.94 0.05 n. s.
Within 4006.83 92 43.55
Total 4309.33 95
According to the results on gender and LI knowledge of grammar. Table 5.16 
shows that the F  value for gender (M/F) main effect is lower than its F-cnticai [ F- 
2.26 < F-critical = 3.94 ]. This means that there was not a main effect of LI
EdD 193 September 2004
The human factor and the development of a second language Chapter 5
knowledge of grammar across gender. Therefore, the following null hypothesis 
was accepted:
H q: ‘There will be no statistically significant difference across gender 
In their L1 knowledge o f gram m ar between the full time 
undergraduate students and the part time associate students’.
The P-vaiue also shows that there are no statistical differences; as it is higher than 
alpha, [ «=0.05 ].
In addition, it is observed that the F  value for the interaction effect is less than its 
corresponding F-cnticai value [ F  =0.31 < F-cnticai = 3.94 ] indicating a non- 
statistically significant interaction. Therefore, the following null hypothesis was 
accepted:
H q: ‘There will be no statistically significant difference on the
interaction effect on L1 knowledge of language between gender 
(male and female), and groups (full time undergraduate students 
and part time associate students)’.
Table 5.17 below summarise of the results across groups, gender and 
interactions.
Table 5.17: Summary of results across groups, across gender, and interactions.
Variables Across student 
groups (FTA and PTA)
Across gender 
(Male and Female)
Interactions
Integrative M FTU < PTA n.s. n.s.
Instrumental M n.s. n.s. n.s.
C-LLS n.s. n.s. n.s.
M-LLS FTU < PTA n.s. n.s.
Letter FTU < PTA n.s. n.s.
Use of Grammar FTU < PTA n.s. n.s.
Reading FTU < PTA n.s. n.s.
LI Knowledge of 
Grammar
FTU < PTA n.s. n.s.
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Having provided all the analysis of findings for all the instruments used for this 
study, it is very relevant to find out the relationship between variables. First of all, 
between the use of grammar, the letter, the reading test, and the dependent 
variable (the L1 knowledge of grammar); and secondly, to understand the 
relationship between the dependent variables (motivation, LLS and L1 
knowledge of grammar) and the total Spanish scores from the test.
In addition, to know more about these relationships and allow predictions of one 
variable from several dependent variables, the next section on Correlation 
provides the multiple regression analysis to identify which variables from multiple 
correlations make a significant continuation, since some of the dependent 
variables are intercorrelated.
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6. Correlations and Multiple Regressions
Having seen the analysis of findings from each individual instrument, this section 
will present the correlations and multiple regressions between different variables.
1. Correlation A: between the dependent variable (L1 knowledge of 
grammar) and the Spanish tests (letter, use of grammar and reading)
2. Correlation B: between the dependent variables (motivation, LLS and 
L1 knowledge of grammar) and the total score of Spanish.
6.1 Correlation A: LI knowledge of grammar, and the Spanish tests 
(letter, use of grammar and reading)
This section will present the results of the correlation analysis among the use of 
grammar, the letter writing, the reading tests, and the dependent variable the LI 
knowledge of grammar for the two different groups (FTU/PTA). This section aims 
to answer the following research questions:
‘Are there significant correiations between the L1 knowiedge of 
grammar and the individuai scores on Spanish tests, and between 
fuii time undergraduate students and part time associated 
students?’
6.1.1 Full time undergraduate student group
Table 5.17 below provide the results of the correlation between the dependent 
variable LI knowledge of grammar and the three Spanish tests -the use of 
grammar, the letter and the reading for the FTU. It shows that there is a high 
correlation between the LI knowledge of grammar and the use of grammar in 
Spanish (r = 0.69). In addition, it also shows a reasonable moderate correlation 
between LI knowledge of grammar and reading skills {r= 0.65) and a correlation 
of (a= 0.52) for writing. Not surprisingly, the correlation between the tests is 
therefore very high too since the knowledge of grammar in English and Spanish 
would be expected to be inter correlated with the skills.
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Table 5.18: Correlation between one dependent variable (LI knowledge of
FTU L1 Knowledge of Grammar
Use of 
Grammar Letter Readlnp
L1 Knowledge G. 1
Use of Grammar 0.69* 1
Letter 0.52* 0.74* 1
Reading 0.65* 0.70* 0.61* 1
(*) Significant, p. < .05
Table 5.18 shows the minimum correlation for statistical significance Pearson r  = 
0.31 , [ t  = 2.09 > t-criticai= 2.02] for a?=43.
Table 5.19: Minimum significant rxy (FTU)
Correlation A (FTU): Pearson r
Pearson r= 0.31
alpha= 0.05
43
ratio 2.09
^ c r it ic a l 2.02
t(beta)= -0.07
beta= 0.47
power= 0.53
p<.05
These results mean that there is a strong inter-correlation of LI knowledge of 
grammar with two of the individual scores on Spanish tests for the FTU students, 
and a weaker one with the third (letter). Therefore, the following null hypothesis 
was rejected:
Hq: ‘There will be no statistically significant difference between L1 
knowledge of grammar and Individual scores of Spanish tests for the full 
time undergraduate students’
6.1.2 Part time associated student group
Table 5.19 below provide the results of the correlation between the dependent 
variable LI knowledge of grammar and the three Spanish tests -the use of 
grammar, the letter and the reading for the PTA. It shows that there is a high 
correlation between the LI knowledge of grammar and the reading skills (r =
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0.71). In addition, it also shows a very high correlation between the dependent 
variable and the use of Spanish grammar (r= 0.66). It shows a reasonable 
moderate correlation between LI knowledge of grammar and writing (r= 0.54). 
Not surprisingly, the correlation between the tests is therefore very high too, 
since the knowledge of grammar in English and Spanish would be expected to 
be inter correlated with the skills.
Table 5.20: Correlation between one dependent variable (LI knowledge of
PTA L1 Knowledge of Grammar
Use of 
Grammar Letter Reading
LI Knowledge G. 1
Use of Grammar 0.66* 1
Letter 0.54* 0.80* 1
Reading 0.71* 0.70* 0.66* 1
(*) Significant, p. < .05
Table 5.20 shows the minimum correlation for statistical significance Pearson r  = 
0.28, [ t = 2.08 > t-criticai= 2.01] for n= 53.
Table 5.21: Minimum significant rxy (PTA)
Correlation A (PTA): Pearson r
Pearson r= 0.28
alpha= 0.05
n = 53
ratio 2.08
^“ critical 2.01
t(beta)= -0.08
beta= 0.47
pow er^ 0.53
p<.05
These results mean that there is a similar pattern of intercorrelation of LI 
knowledge of grammar with the individual sores on Spanish tests for the PTA 
students. Therefore, the following null hypothesis was rejected:
Hq: ‘There will be no statistically significant difference between L1 
knowiedge of grammar and individual scores of Spanish tests for the 
part time associated students’
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The Pair of Correlation on table 5.21 shows that there is no significant 
differences between the two groups (FTU and PTA) for LI knowledge of 
grammar and the Spanish grammar as [ z = 0.18 < z-criticai= 1.96 ].
This means that there is not a difference between the two groups (FTU and 
PTA). Therefore, the following null hypothesis was accepted:
H q: ‘There will be no statistically significant difference correlations 
between L1 knowledge o f gram m ar and Individual scores of Spanish 
tests between the full time undergraduate students and the part time 
associated students’
Table 5.22: Pair of correlations 
between the two groups for LI 
knowledge of grammar and the 
use of Spanish grammar.
Pair of Correlations
PTA FTU
rxy = 0.71 0.69
r'xy = 0.89 0.85
n = 53 43
z  = 0.18
a  = 0.05
Z-critical ~ 1.96
Therefore, significance correlations were found in the correlation between the 
dependent variable and the individual scores on Spanish tests within the same 
group. However, significance correlations between LI knowledge of grammar 
and individual scores on Spanish tests were not found between groups as 
demonstrated by the pair of correlation [z = 0.18 < z-criticai= 1.96].
Having said that, the next section will look at the correlation between the 
dependent variables (motivation, LLS and LI knowledge of grammar), and the 
total scores of Spanish.
EdD 199 September 2004
The human factor and the development of a second language Chapter 5
6.2 Correlation B: Dependent variables (motivation, LLS and L1 
knowledge of grammar), and total scores of Spanish.
While the previous section presented the correlation analysis between one 
dependent variable and the individual results on the Spanish tests, this section 
will present the results of the correlation analysis among the dependent variables 
(motivation, LLS and L1 knowledge of grammar), and the total scores of Spanish 
for the two different groups (FTU/PTA).
The procedure employed to provide the correlation between the variables 
mentioned above first of all involved doing a correlation analysis between the 
dependent variables and the total scores of Spanish for the FTU group. Then a 
multi regression analysis was performed to find out which variables could provide 
more interesting results. After selecting those results with the highest correlations 
a second multiple regression analysis was performed only with those variables, 
which could provide relevant information. The same procedure was taken for the 
PTA group.
6.2.1 Full Time Undergraduate Students Group 
This section aims to answer the following research questions:
‘Are there significant correiations among motivation, LLS and the L1 
knowiedge of grammar and the totai scores on Spanish tests for the 
FTU group?’
Table 5.22 below provide the results of the correlation between the dependent 
variable (motivation, LLS and LI knowledge of grammar) and the total scores on 
Spanish. It shows as integrative motivation (r = 0.56), cognitive LLS (r = 0.39), 
and LI knowledge of grammar (r = 0.57) could provide interesting correlations 
and at p < .05.
EdD 200 September 2004
The human factor and the development of a second language Chapter 5
Table 5.23: Correlation between dependent variables and total scores on Spanish 
for FTU.
FTU Total Scores Integ.M Inst.M C-LLS M-LLS
LI
Knowledge
Total Scores 1
Integrative M 0.56* 1
Instrumental M 0.09 0.01 1
C-LLS 0.39* 0.35* -0.20 1
M-LLS 0.37* 0.33* 0.13 0.63* 1
L1 Knowledge 0.57* 0.54* 0.14 0.13 0.30* 1
(*) Significant, p. < 0.05
Multiple regressions
To learn more about the relationship between the dependent variables and the 
total scores in Spanish, a stepwise multiple regression analysis has been 
performed. Table 5.23 shows that the share of variance of the five variables is 
= 0.48.
The ANOVA test shows that there are significant regression coefficients among 
the five dependent variables as [F = 6.84 > Sig. F = 0.00013]. As predicted by the 
previous correlation, integrative motivation, cognitive LLS and LI knowledge of 
grammar have a p < 0.20, which indicates that these three variables might have 
a significant correlation among them. To find it out, it was necessary to carry a 
second multiple regression analysis among these three variables.
According to Tabachnick, B. and Fidell, L. (1996:150), to find which variables 
have strongest correlation a second regression analysis was performed. Table 
5.24 shows the results of the second regression analysis with those promising 
variables, chosen from the stepwise regression analysis.
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Table 5.24: Summary output for the stepwise multiple regressions among all the
SUMMARY OUTPUT stepwise for five variabies for FTU
Regression Statistics
Multiple R 0.69
R Square 0.48
Adjusted R 
Square 0.41
standard Error 12.52
Observations 43.00
ANOVA
df SS MS F
Significance
F
Regression 5 5364.60 1072.92 6.84 0.00013
Residual 37 5802.33 156.82
Total 42 11166.93
B
Coefficients Standard Error t Stat P-value Lower 95%
Upper
95%
Lower
95.0%
Upper
95.0%
Intercept -49.92 19.47 -2.56 0.01* -89.37 -10.48 -89.37 -89.37
Integra.M 0.53* 0.31 1.73 0.09* -0.09 1.16 -0.09 -0.09
C-LLS 1.15* 0.68 1.69 0.10* -0.23 2.52 -0.23 -0.23
L1 Knowledge 0.89* 0.33 2.67 0.01* 0.22 1.57 0.22 0.22
M-LLS -0.09 0.55 -0.17 0.86 -1.21 1.02 -1.21 -1.21
Instru. M 0.21 0.29 0.74 0.46 -0.37 0.79 -0.37 -0.37
(*) Significant, p. < 0.20
Table 5.25: Summary output on the second regression analysis on three dependent 
variables for FTU.
SUMMARY OUTPUT for three variabies for FTU
Regression Statistics
Multiple R 0.69
R Square 0.47
Adjusted R 
Square 0.43
Standard Error 12.29
Observations 43.00
ANOVA
df SS MS F
Significance
F
Regression 3 5277.32 1759.11 11.65 1.369E-05
Residual 39 5889.61 151.02
Total 42 11166.93
B
Coefficients Standard Error t Stat P-value Lower 95% Upper 95%
Lower
95.0%
Upper
95.0%
Intercept -42.98 16.77 -2.56 0.01* -76.91 -9.06 -76.91 -9.06
Integra.M 0.53* 0.30 1.76 0.09* -0.08 1.14 -0.08 1.14
C-LLS 0.99* 0.50 1.99 0.05* -0.02 2.01 -0.02 2.01
L1 Knowledge 0.92* 0.32 2.88 0.01* 0.27 1.56 0.27 1.56
(*) Significant, p. < 0.20
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R squared is lightly lower R^  = 0.47. On the ANOVA test, it can be seen that F 
value (F =11.65) is much higher than in the previous analysis (F = 6.84). In 
addition, [F =11.65 > Sig. F = 1.36], this means that there is a significant relation 
among these three variables.
In addition to this. Table 5.24 also shows that there is a significant regression 
coefficient for integrative motivation (/3 = 0.53 and Pvaiue= 0.09), cognitive LLS {fS 
= 0.99 and Pvaiue= 0.20) and LI knowledge of language (/3 = 0.92 and Pvaiue= 
0.01). The multiple regression equation on total Spanish scores for the FTU 
group is as follow:
Regression Equation on Total Spanish Scors = 0.53 (integrative motivation) + 0.99 (C- 
LLS) + 0.92 (L1 knowledge of grammar) -  42.98
Therefore, significant regression coefficients were found for the dependent 
variables (integrative motivation, cognitive LLS and LI knowledge of grammar 
and the total scores of Spanish test for the full time undergraduate group. 
However, no significant coefficients were found with the instrumental motivation 
or the metacognitive LLS for the FTU group.
6.2.2 Part Time Associated Students Group
This section aims to answer the following research questions:
‘Are there significant correiations among motivation, LLS and the 
L1 knowiedge of grammar and the totai scores on Spanish tests 
for the PTA group?’
Table 5.25 below provide the results of the correlation among the dependent 
variable (motivation, LLS and LI knowledge of grammar) and the total scores on 
Spanish for the part time associated group. It shows as cognitive LLS (r = 0.38), 
and LI knowledge of grammar (r = 0.58) could provide interesting correlations 
and a p < .20.
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Table 5.26: Correlation among dependent variables and total scores on Spanish for 
PTA.
PTA Total Scores Integ.M Inst.M C-LLS M-LLS
LI
Knowledge
Total Scores 1
Integrative M 0.00 1
Instrumental M 0.06 -0.57* 1
C-LLS 0.38* -0.12 0.21 1
M-LLS 0.09 0.15 -0.10 -0.11 1
L1 Knowledge 0.58* 0.06 0.00 0.39* 0.10 1
(*) Significant, p. < 0.05
Multiple regressions
Afterwards, a stepwise multiple regression analysis has been performed to learn 
more about the relationship between the dependent variables and the total 
scores in Spanish. Table 5.26 shows that the share of variance of the five 
variables is = 0.37. The AN OVA test shows that there are significant 
correlations among the five dependent variables as [F = 5.59 > Sig. F = 0.00040]. 
As predicted on the previous correlation, cognitive LLS and L1 knowledge of 
grammar have a p < 0.20, which indicates that these two variables might have a 
very high significant correlation among them. To find it out, it was necessary to 
carry a second multiple regression analysis among these three variables.
To find and ensure which variables have strongest correlation a second 
regression analysis was performed. Table 5.27 shows the results of the second 
regression analysis with those promising variables, chosen from the stepwise 
regression analysis.
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Table 5.27: Summary output for the stepwise multiple regressions among all the
SUMMARY OUTPUT stepwise for five variabies for PTA
Regression Statistics
Multiple R 0.61
R Square 0.37
Adjusted R 
Square 0.31
standard Error 11.11
Observations 53
ANOVA
df SS MS F Significance F
Regression 5 3448.44 689.69 5.59 0.00040
Residual 47 5799.04 123.38
Total 52 9247.48
B
Coefficients Standard Error t Stat P-value Lower 95%
Upper
95%
Lower
95.0%
Upper
95.0%
intercept -7.27 17.68 -0.41 0.68 -42.84 28.30 -42.84 28.30
integra.M 0.00 0.19 -0.02 0.98 -0.39 0.38 -0.39 0.38
C-LLS 0.48 0.34 1.44 0.16* -0.19 1.16 -0.19 1.16
L1 Knowledge 1.14 0.29 3.97 0.00* 0.56 1.71 0.56 1.71
M-LLS 0.12 0.22 0.52 0.60 -0.33 0.56 -0.33 0.56
instru. M 0.06 0.30 0.21 0.83 -0.54 0.67 -0.54 0.67
(*) Significant, p. < 0.20
Table 5.28: Summary output on the second regression analysis on two dependent 
variables for PTA.
SUMMARY OUTPUT for two variabies for PTA
Regression Statistics
Multiple R 0.61
R Square 0.37
Adjusted R 
Square 0.34
Standard Error 10.81
Observations 53
ANOVA
df SS MS F
Significance
F
Regression 2 3407.69 1703.84 14.59 1.022E-05
Residual 50 5839.79 116.80
Total 52 9247.48
B
Coefficients Standard Error t Stat P-vaiue Lower 95%> Upper 95%
Lower
95.0%
Upper
95.0%
Intercept -2.38 10.95 -0.22 0.83 -24.36 19.61 -24.36 19.61
C-LLS 0.48 0.32 1.52 0.14* -0.16 1.11 -0.16 1.11
LI Knowledge 1.15 0.27 4.20 0.0001* 0.60 1.70 0.60 1.70
(*) Significant, p. < 0.20
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R squared is the same R^  = 0.37. On the ANOVA test can be seen that F value 
(F =14.59) is much higher than in the previous analysis (F = 5.59). In addition, [F 
=14.59 > Sig. F = 1.02], this means that there is a significant correlation between 
these two variables.
In addition to this. Table 5.27 also shows that there are significant regression 
coefficients for cognitive LLS (jS = 0.48 and P -v a iu e =  0.14) and LI knowledge of 
language (jS = 1.15 and P-vaiue= 0.00). The multiple regression equation on total 
Spanish scores for the PTA group is as follow:
Regression Equation on Total Spanish Scores = 0.48(C-LLS) + 1.5 (L1 knowledge of 
grammar) -  2.38
Therefore, significant regression coefficients were found for the dependent 
variables (cognitive LLS and LI knowledge of grammar and the total scores of 
Spanish test for the part time associated group. However, no significant 
coefficients were found with the integrative or instrumental motivation or the 
metacognitive LLS for the PTA group.
7. Part Correlations
Finally, Part correlations were used to describe the shared contribution of the 
variables individually. This section will present the Part Correlations for those 
variables presented in Correlation B, -the total score in Spanish, and those 
variables that shown significant correlation among each other after a summary 
output of the regression analysis for each group the FTU and the PTA.
7.1 Full Time Undergraduate Group
In order to be able to answer the research question, and based on the 
professional judgement and the statistical results. Part Correlations will be used 
for those variables (LI knowledge of grammar, cognitive LLS and integrative 
motivation) in the following order:
LI knowledge of grammar + C-LLS + Integrative Motivation
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Other orders could have been presented, but the reason for this order is because 
L1 knowledge of grammar shows that it has a great impact on language learning 
with 0.33% of shared variance. Also, according to Kerlinger, F. and Pedhazur, E. 
(1973:95), to have an specific order of variables will help us to understand better 
the part correlation of these variables, as well as understanding the relation they 
have to multiple regression.
Therefore, this variable would seem to need to be taken into account at the time 
of designing language courses as it appears to have a great impact on learning 
languages. Cognitive LLS is the next variable that might have an impact on 
learning, with an additional 0.10% of shared variance. This suggests that it would 
be very helpful to introduce the students, and make them aware of different 
cognitive language learning strategies, which could contribute to a better learning 
process. The last significant variable to be chosen in this part correlation is 
integrative motivation. It shows that it also has an impact on learning. However, 
as motivation is an individual attitude it cannot be dealt with in the class, apart 
from trying to motivate the students with good teaching methods and interesting 
activities and material.
The multiple regression formula used for the three variables is:
^ y .1 2 3  =  f^y1 +  7  ^y (2 .1 )+7^  y (3.12)
Where:
/ ^ y  1 2 3  = Multiple correlation between the total scores of Spanish, and LI knowledge 
of grammar, C-LLS and Integrative motivation
= Correlation between the total scores of Spanish and LI knowledge of 
grammar
f^ y (2  1)= Correlation between the total scores of Spanish and C-LLS without LI 
knowledge of grammar
7^ y (3 12) = Correlation between the total scores of Spanish and integrative motivation 
without L1 knowledge of grammar and C-LLS
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The equivalent formula using the real values and the variables'' for the FTU 
group is as follows:
T . L1 Knowledge C-LLS I nteg. M =  TL1 +  T (C-LLS. L1) +  ^  T (Integ M . L1 C-LLS)
R^ = 0.47 = 0.33 + 0.10 + 0.04
The diagram below (Figure 5.9) shows the relationship between the correlations, 
the part correlations, and the shared contributions of variance for the FTU group. 
The circle includes 100% of the variance in y  (total scores in Spanish) with the 
shared areas equalling R^ . The total amount of explained shared variance is =
0.47. This suggests that the dependent variables alone explain 47% of the 
variability and leave unexplained 53%.
FTU
Unexplained Area = 53%
Explained Area = 47%
C-LLS
0.10
LI knowledge of Grammar 
0.33
r ^ y 2 .1  =0.10
r y 1 =  0.33
r^y.1 2 3  = 0.47
Figure 5.9: Diagrammatic representation of apportioned variances for the three 
dependent variables where y= 0.47 (FTU group)
 ^ y  = Total scores of Spanish , 1 = LI knowledge of grammar, 2 = C-LLS, 3 = Integrative motivation
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Therefore, part correlation among the three most significant variables for the FTU 
group, after the summary output for three variables for the FTU shows that the 
three variables have 47% of impact on language learning. Only L1 knowledge of 
grammar has a proportion of the contribution of the other two variables of 33%, 
which make this variable an imperative factor to take into account for teaching.
7.2 Part Time Associated Group
On the same bases than for the FTU group, Part Correlations will be used for 
those variables (L1 knowledge of grammar and cognitive LLS) in the following 
order to understand better the part correlation of these variables and the relation 
with multiple regression:
L1 knowledge of grammar + C-LLS
According to Kerlinger, F. and Pedhazur, E. (1973:95), to have an specific order 
of variables will help us to understand better the part correlation of these 
variables, as well as understanding the relation they have to multiple regression. 
For that reason, even though other orders could have been presented, the 
reason for this order is similar for the previous group. LI knowledge of grammar 
shows that has a great impact on language learning with 0.34% of shared 
variance, which make this variable very significant for language learning.
Therefore, this variable would seem to need to be taken into account at the time 
of teaching and designing courses as it appears to have a great impact on 
language learning. Cognitive LLS is the next variable that may have an impact on 
learning, with an additional 0.03% of shared variance. This suggests, as 
previously mentioned, that it would be very helpful to introduce the students at 
the beginning of the course to some cognitive language learning strategies that 
might contribute to a better learning process.
The multiple regression formula used for the three variables is:
R^y.12 =  r^y1 +  y (2.1)+ 7^ y (1.2)
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Where:
R ^ y  12 = Multiple correlation between the total scores of Spanish, and LI knowledge 
of grammar and C-LLS.
= Correlation between the total scores of Spanish and L1 knowledge of 
grammar
/^ y ( 2 i ) _  Correlation between the total scores of Spanish and C-LLS without LI 
knowledge of grammar.
y ( 1  2 ) = Correlation between the total scores of Spanish and LI knowledge of 
grammar without C-LLS.
The equivalent formula using the real values and the variables^ for the PTA 
group is as follows:
T . LI Knowledge C-LLS =  T ^TLI +  1^ T (C-LLS. LI)
R^ = 0.368 = 0.339 + 0.029
The diagram below (Figure 5.10) shows the relationship between the 
correlations, the part correlations, and the shared contributions of variance for 
the PTA group. The circle includes 100% of the variance in y  (total scores in 
Spanish) with the shared areas equalling R .^ The total amount of variance is R^ =
0.37. This tells us that the variability of the values not explained by the 
dependent variables is 0.63. In other words, the dependent variables alone 
explain 37% of the variability and leave 63% unexplained.
y = Total scores of Spanish , 1 = LI knowledge of grammar, 2 = C-LLS
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PTA
Unexplained Area = 63%
Explained Area = 37%
003
LI knwledge O f  Grammar 
0,34 r2 y {1 .2 ) = 0 03
r2 y 1 = 0 34
r2 y .1 2 = 0-37
Figure 5.10; Diagramm atic representation of apportioned variances for the two 
dependent variables where y  = 0.37 (PTA group)
Figure 5.11 illustrates the nnultiple regression plane for the PTA group, which 
shows how LI knowledge of grammar has a significant impact on learning.
Multiple regression plan for the PTA group
(Total Spanish 
Score)
X2 (C-LLS)
30
(L1 knowledge 
of grammar)
Figure 5.11: Multiple regression plane for the PTA group for y  = 1.15x^ + 0.48x2 -2 .38
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Therefore, part correlation between the two most significant variables for the PTA 
group, after the summary output for two variables, suggests that the two 
variables have a major impact on language learning. L1 knowledge of grammar 
has a proportion of the contribution of the two variables of 34%, which make this 
variable an imperative factor to take into account for teaching.
8. Conclusion
The results of the analysis in this chapter suggest, that in general, the mean 
results for the variables investigated are higher for the PTA students than for the 
FTU students, except in the case of instrumental motivation and C-LLS where, 
there was no difference.
However, even though there were some differences only some statistical 
significant differences were found between FTU and PTA groups. Statistical 
significant were not found between gender, or interactions among groups and 
gender.
Statistical significances were found for the difference between the means scores 
on the type of course (FTU/PTA) and integrative motivation. Statistical 
significances were found for the difference between the means scores on the 
type of course (FTU/PTA) and the writing skills -the letter. In addition, statistical 
significances were also found for the difference between the means scores on 
the type of course (FTU/PTA) and the writing skills the use of grammar.
The results on writing skills show that there are statistical significances for the 
difference between the means scores on the type of course (FTU/PTA). 
Statistical significances were also found for the difference between the means 
scores on the type of course (FTU/PTA) and L1 knowledge of grammar.
Strong correlations were found between L1 knowledge of grammar and the use 
of Spanish grammar in the FTU students. However, in the PTA group, the L1 
knowledge of grammar has a strong correlation with reading. The multiple 
regression analysis demonstrate a significant correlation among the FTU group 
and the dependent variables -integrative, cognitive LLS and L1 knowledge of the
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language, and the total scores of Spanish. For the PTA group was found 
significant correlation among the total scores of Spanish and the cognitive LLS 
and L1 knowledge of language. To summarise, it can be said that L1 knowledge 
of grammar has a great influence on the use of Spanish grammar for the FTU 
group. However, regarding the PTA group, L1 knowledge of grammar has more 
influence on reading skills.
It can be concluded that there is a difference in how integrative motivation, 
cognitive LLS and the L1 knowledge of grammar influences the ultimate level of 
target second language proficiency for the FTU group. It seems that instrumental 
motivation and metacognitive LLS do not have any significant relationship on the 
achievement level of the target second language for the FTU. The achievement 
ultimate level of target second language proficiency for the PTA group seems to 
be related mainly to the cognitive LLS and L1 knowledge of grammar, but not to 
motivation or metacognitive LLS.
According to the Part Correlation for the FTU group, it can be said that L1 
knowledge of grammar shares 33% of the variance with the students’ 
achievement followed by C-LLS with 10% and instrumental motivation with 4%, 
leaving 53% of the variance unexplained. In relation to the PTA group, only two 
variables have link with learning (LI knowledge of grammar and C-LLS). 
However, still, LI knowledge of language seems to be the one, which has a 
more significant impact on learning. The proportion of the shared variance for 
this group is 34% while C-LLS is 3%, leaving unexplained 63%. This means that 
the variable 1 (LI knowledge of grammar) and variable 2 (C-LLS) are the most 
important variables in this study, and contribute significantly to the predictions, 
having a very significant impact on language learning and achievement, with 
variable 3 (integrative motivation) as the least significant contributors to the 
predictions.
Now, in the following chapter, how these results relate to the various theories 
stated in Chapter 2, will be discussed.
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Chapter  6
D is c u s s io n  o f  F in d in g s
Interpretation of Results of the Motivation Questionnaire
Interpretation of Results of the LLS Questionnaire
Interpretation of Results of the L1 Knowledge of Grammar Test
Interpretation of Results of the Achievement Tests
Interpretation of Results of the Correlations and Multiple 
Regressions
Overall Interpretation of Results
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LD is c u s s io n  o f  F in d in g s
The previous chapter has presented and analysed the finding of the research 
instruments -the questionnaires and the tests-. Now, it is important to discuss 
the most significant results obtained through the analysis of findings for the two 
groups, the full time undergraduate and the part time associated group. In this 
chapter, consideration is given to how far the findings of this research support or 
refute the theoretical perspectives outlined in chapter 2.
This study intended to investigate what students characteristics have the 
potential to influence the ultimate level of Spanish language proficiency in 
particular in integrative classes of full time undergraduates students and part time 
associated students.
This chapter consists of the following discussion sections:
1. Interpretation of results of the motivation questionnaire,
2. Interpretation of results of the LLS questionnaire,
3. Interpretation of results of the L1 knowledge of grammar test,
4. Interpretation of results of the achievement tests (writing and reading),
5. Interpretation of results of the correlations and multiple regressions, 
and
6. Overall interpretation of results.
Interpretation of Results of the Motivation Questionnaire
Having analysed the findings of the motivation questionnaire it is important to 
discuss the most significant results obtained through the two parts of this 
questionnaire -the integrative and the instrumental motivation that the two 
groups PTA and FTU carried out.
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Looking at the results, in general, the PTA group, who performed better than the 
FTU on achievement test, seem to be more highly integrative motivated than the 
FTU. Their main aim seems to be able to communicate and be integrated within 
the target language group. This confirms Falk's (1978) theory. He said that 
successful language learners are those who like the people, admire the culture 
and have a desire to become familiar with the new society or target language 
group. It also confirms Gardner and Lambert’s, (1959) theory that integrative 
motivation is closely related to intrinsic motivation and it is characterised by the 
learner’s desire to integrate into the target community. On the contrary, 
instrumental motivation refers to more functional reason for language learning.
One of the reasons why FTU students are not so integrative motivated to learn 
another language as the PTA students could be attributed to the external need 
they have just to obtain good degree grades or to have a better opportunity at the 
time of finding a job. This would be consistent with Hadson’s, (2000) theory, 
which states that instrumental motivation is characterised by the desire to obtain 
something practical from the study of a L2.
According to Gardner (1985), achievement could be also attributed to the 
learner’s attitudes to the target language community an their need to learn the 
L2. As a result, the FTU students might not have the same view towards the 
Spanish language or the Spanish community, which might affect the learner 
motivation. In addition, as stated by some of the FTU students in their responses 
on the motivation questionnaire, some of them study just because of family or 
peer group pressure to learn another language.
Interpretation of Results of the LLS Questionnaire
Having analysed the findings of the LLS questionnaire, it is important to discuss 
the most significant results obtained through the two parts of this questionnaire -  
the cognitive and the metacognitive LLS that the two groups PTA and FTU 
carried out.
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The results in general show that PTA students would seem to use more 
metacognitive LLS than the FTU students. PTA students seem to manage, 
prepare and plan learning, before the cognitive process, more than FTU 
students. This is consistent with Rygney’ (1978) view that metacognitive LLS 
involves strategies used on preparation previous to learning such as planning 
and managing learning. In addition, this is also consistent with Brezin’ (1980) 
views, who said that metacognition relates to an individual’s awareness, 
knowledge, and use of the monitoring process of cognitive goals for the purpose 
of increasing understanding and retention of learning material.
Another reasons, which might explain these results, could be attributed to 
motivation. High motivation is associated with the use of deep learning strategy, 
and low motivation with undirected strategy. It seems that the strongest the 
motivation, the more variety of strategies the learner’s use. This is consistent with 
Oxford and Nyikos’s (1989) view that learner’s motivation can be expected to 
have a causal effect on the quantity of learning strategies they employ. Another 
reason, which could have affected the results of my study, might be associated 
with age, as in general the PTA students are older than the FTU students. This is 
consistent with Oxford, (1989) who found that the age factor could affect the 
choice of LLS. In addition, this is also consistent with Ehrman’s (1990) views that 
older learners who are strongly motivated and who have previous experience of 
language learning are likely to use more strategies more frequently.
In this study, PTA students, in general, are older, therefore their background also 
differs from that of the FTU. This might be another factor affecting my results. 
This is also consistent with Ehrman’s (1990) views, who also stated that personal 
background could influence on the choice of LLS.
Interpretation of Results of L1 Knowledge of Grammar 
Tests
Looking at the results in general, the PTA group would seem to have a greater 
knowledge of grammar than the FTU group. One of the reasons why the FTU
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group has a lower knowledge of grammar may be attributed to their academic 
background. It seems that, after talking to them informally, FTU students did not 
have the grammatical preparation in schools than the PTA group had years ago, 
bearing in mind that the PTA group are in general older. This will be discussed 
more extensively in the next sections looking at the achievement tests.
Interpretation of Results of the Achievement Tests
Having discussed the finding on the questionnaires, and the L1 knowledge of 
grammar, it is appropriate to discuss the finding on the achievement tests (the 
letter, the use of grammar, and the reading) used in this study, for the two groups 
the PTA and the FTU.
In general, the mean scores on the achievement tests show that PTA group 
achieved better results on the writing and reading skills than the FTU group, 
showing statistical significant differences between the PTA and the FTU 
students.
One of the reasons why FTU students achieved a lower proficiency level might 
be particularly associated with the fact that they are not highly integrative 
motivated. This is supported by Gardner and Lambert (1972), who said that 
integrative motivation was seen as one strong predictor of L2 achievement and 
develop a high level of L2 proficiency.
On the contrary, another study made by Gardner and Lambert (1972), in 
Philippine, found that instrumental orientation to be a more powerful factor in 
learning than integrative orientation.
Language strategies could be another factor associated with the results of my 
findings. M-LLS is a process, which takes place before the cognitive process of 
learning. This is consistent with Ellis’ view that said that usually metacognitive 
LLS occur before cognitive activities. As a result, the reasons why FTU students 
did not achieved a higher proficiency level could be associated to their lack of
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planning and preparation process that take place before they start studying 
Spanish at a more cognitive level, therefore, influencing their proficiency level of 
Spanish. In addition, Tetroe (1987) said that those who did use their LI produce 
more details during the planning stage of L2 writing. Therefore, writing transfer 
from LI to L2 facilitates more abstract thought during planning obtaining a higher 
proficiency level.
Moreover, it has been taken into consideration that L1 transfer couid be a factor 
that affects my results. One of the reasons why FTU students did not achieve a 
higher proficiency level on the achievement tests could be attributed to the low 
reading abilities in their LI. This confirms Taillefer (1996) and Yamashita’s 
(1999), theory that L2 reading ability increases with the contribution of the 
reading ability of the L I .
Another reason that might explain these results could be attributed to the lack of 
knowledge of the L2, as they are beginners student they have limited knowledge 
on Spanish grammar and vocabulary. This is consistent with Clarke’s (1988) 
theory that said that before LI reading ability transfers to L2 it is necessary to 
have a threshold level of L2. This implies that L2 learners need to acquire some 
basic linguistic knowledge on L2 reading before they are able to read in L2. This 
is also consistent with Constantino’s (1999) theory, who documented that most 
studies point toward a lack of proficiency in a L2 as being the primary reason for 
L2 reading difficulties at least at lower levels of L2 competence.
A further reason that might explain the low achievement level of the FTU group 
could be the linguistics differences in both languages, which might explain some 
difficulties on the L2 resulting in errors, especially if the knowledge of grammar is 
not very high. This would be consistent with Lado’s (1957) theory that student 
who comes into contact with a foreign language will find some features of it very 
difficult. It would also be consistent with Odiin’s (1989) theory that negative 
transfer may sometimes lead to drastic divergences from the rules of the L2
Also, as English and Spanish are not very close grammatically (compared to 
Italian or French) the difficulty increases when the structures or grammar of 
Spanish, in some cases are totally different from English. This is supported by
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Stockwell, Bowen and Martin’s (1965) theory that the difficulty increases when 
there is a split of items in the L2, which are not characteristic of the LI. Therefore 
as a result, the linguistic characteristics of English, which can be very different 
from Spanish, could have a great influence in the L2 proficiency level especially if 
the LI knowledge of grammar is low. This is also supported by Kellerman 
(1978), and his theory of psychotypology. He said that the perceptions that 
speakers have regarding the similarity and difference between languages might 
influence learning and therefore the L2 proficiency.
Looking at the letters written, it can be observed that one of the reasons of low 
achievement for the FTU group is due to overgeneralisation or over-use of rules 
in the L2. There are several cases where students conjugate verbs in a regular 
form when they are irregular (e.g. Yo gusta la comida, instead of: A mi me gusta 
la comida.). This is supported by Levenston’s (1979) theory. He stated that 
learners find some words very easy to use, and they apply their use or 
generalized to a number of contexts.
FTU group lower achievement could be also attributed to the students’ attitude 
and beliefs toward the target language learning. According to Victori and 
Lockhart’s (1995) theory, students tend to develop an active and autonomous 
attitude that allows them to take charge of their learning. On the other hand, 
mistaken or uninformed beliefs about language learning may lead to dependence 
on less effective strategies, resulting in indifference toward learning, poor 
cognitive performance, classroom anxiety and negative attitude. This is also 
supported by McIntyre and Gardner (1991b), who said that language anxiety has 
a reciprocal effect with the proficiency level.
Moreover, would age be a factor affecting achievement on the FTU considering 
that in general they are younger than the PTA group? Preston (1989), found out 
that younger learners are more successful than older ones as they would be 
more prepared to share external target-language norms. Therefore, this theory 
contradicts my results as FTU had a lower proficiency level.
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Interpretation of Results of the Correlations and Muitipie 
Regressions
Having discussed the finding on the questionnaire, achievement test and L1 
knowledge of grammar, it is appropriate to discuss the finding on the correlation 
between different variables.
This section will focus on the discussion of the correlation between the 
dependent variable L1 knowledge of grammar and the achievement tests - 
writing and reading, for the two groups the PTA and the FTU. In addition, it will 
be discussed the correlation between the total scores on the Spanish tests and 
the dependent variables motivation, LLS and L1 knowledge of grammar
1. Correlations A: L1 knowledge of grammar and achievement tests 
High correlations were found among the L1 knowledge of grammar and the 
individual scores on Spanish test -the use of grammar, reading and the writing 
within the same groups. In addition, very high correlations were found also 
among tests. Not surprisingly, the correlation between the tests is therefore very 
high too, since the knowledge of grammar in English and Spanish influences the 
skills. However, there are not statistical significantly differences correlations 
between groups. There are no differences in the strengths of the relationship: for 
both groups, L1 knowledge of grammar is equally strongly related to L2 
achievement.
These results are consistent with Ellis’ (1994) view that analogies in LI and L2 
may provide learners with advantages in the acquisition of certain grammatical 
structures. In addition, this agrees with Odiin’s (1989) theory that striking lexical 
similarities in Romance languages (such as Spanish and Italian) may make it 
easier for learners to acquire vocabulary. Ellis’ (1994) theory, that one’s first 
language influences the acquisition process of the second language is also 
consistent. Therefore, this theory supports my results, as in general, the more LI 
knowledge of grammar the students had, the best results they achieved in the 
tests. However, the extent of linguistic transfer, the “copying” of LI features -
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particularly of grammatical characteristics - onto the L2 has yet not been 
explained unambiguously. Therefore it will be very interesting to explore the 
influence of L1 knowledge in a future experimental research with two different 
groups under different treatments for each group.
Another reason, which could have affected the results of my study, might be 
particularly associated with age. Participants in the FTU group are younger than 
the PTA group. However, in the FTU group there are mature students who 
achieved a high level of language, which it could be inferred that mature 
participant achieve the language better than younger ones. This contradicts 
Penfield (1964) theory. He said that the brain becomes more rigid with the years 
and the learning process of another language slow down, with adults having less 
success on learning than young ones. On the contrary, it is argued by 
Lammandellas’s (1979) that adult brains never entirely lose the plasticity of the 
new-born brain. This theory supports my results, as PTA students, in general, 
were older than the FTU, and they achieved better the second language.
2. Correlations B: Total scores of Spanish and the dependent variables 
The results from the multiple regression analysis show that there is statistical 
significant correlation between LI knowledge of grammar, C-LLS, integrative 
motivation, and the total scores of Spanish test for the FTU group. In contrast, 
there is no relationship between instrumental motivation, M-LLS and the total 
scores. The PTA groups revealed that there are significant statistical correlation 
among the LI knowledge of grammar, C-LLS and the total scores of Spanish. 
However, it did not show any significant correlation among integrative or 
instrumental motivation or the metacognitive LLS.
One of the reasons, which might explain these results, could be attributed to the 
lack of personal interest that some of the FTU participants have for learning 
another language, in other words, lack of integrative motivation. This confirms 
Ellis’ (1994) theory that says that the interest in learning a L2 is because of the 
practical value and advantages of learning a new language for instance to obtain 
good grades on exams which open up educational or career opportunities. He 
also observed that early research on the effect of instrumental orientation on L2
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learning has produced conflicting results. On the contrary Lukmani's (1972) study 
of female learners in India contradicts this theory. She found that instrumental 
motivation was seen as an important orientation in learning L2 English in India.
Rossier (1975) reported that students might be motivated to learn a language 
and integrate with a certain language group, however they may not be able to 
implement this desire efficiently if they do not have an intense desire to 
communicate and interact in general. This could explain my findings on why FTU 
students do not achieve a higher level of target language. They do not have a 
consistently high integrative ‘desire’ to learn, which explains, in part, why certain 
students who appear to be highly motivated would appear to attain high 
proficiency in a foreign language than those that are less motivated. This theory 
supports my hypothesis that the level of motivation has some influence on 
language learning, specially the integrative motivation.
These results confirm Strong’s (in Ehrman,1984) view on integrative motivation, 
which suggest that there is a ‘reciprocal relationship between integrative 
motivation and learning success’. As a result, one of the reasons why PTA 
achieved better proficiency level than the FTU is because of their integrative 
motivation.
According to Taylor, Meynard and Rheault, (1977); Ellis, (1997); Crookes et al, 
(1991), integrative motivation sustains long-term success when learning a 
second language. Therefore, it could be said that the total scores of the PTA 
student could be associated with their integrative motivation, inferring from this 
that they will also continue learning Spanish for a longer period of time.
The part correlations for the FTU group show that LI knowledge of grammar, 
cognitive LLS and instrumental motivation are overlapped among them, having 
47% of shared variance with language learning. LI knowledge of grammar has a 
proportion of the contribution of the two variables of 33%, which make this 
variable a highly significant factor for teaching and learning.
The part correlation for the PTA groups shows that the two most significant 
variables for the PTA group, LI knowledge of grammar and C-LLS, are
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interrelated between them having 37% of shared variance with language 
learning. L1 knowledge of grammar has a proportion of the contribution of the 
two variables of 34%, which make this variable an imperative factor to take into 
account for teaching for this group too.
The reason why there is an unexplained area, in both groups, could be attributed 
to many different factors. One of these factors could be attributed to aptitude, 
which is supported by Skehan’s (1990) study. He said that aptitude is an 
explanatory factor for both LI and L2 learning. Another reason, which could 
affect the results of my study, might be particular associated with attitude. 
Cotterall’s (1995) theory argued that the attitude to learning and the perceptions 
(and beliefs) might have an intense influence on language learning and learning 
outcomes. It also could be suggested that the students tend to develop an active 
and autonomous attitude that allows them to take charge of their learning, Victori 
and Lockhart (1995:225).
According to Mantly-Bromley, 1995:381-3; Piacock, 1998:125) students beliefs 
differing from those of the teacher can lead to frustration, dissatisfaction with the 
course, unwillingness to perform communicative activities, and to lack of 
confidence in the teacher, as well as affecting achievement.
Another reason, which could affect my results, might be anxiety. Language 
anxiety can cause students to postpone language study indefinitely. This would 
be consisted with Eysenck’s (1979) theory. He said that reducing langue anxiety 
would improve learner performance and increase learning satisfaction. He also 
added that by easing tensions and reducing demands on cognitive processing 
space will increase language learning.
Personality could be another factor associated with the results of my findings. 
According to Larsen-Freeman and Long (1991) it seems that extroversion is 
positively associated with language learning success. This is also supported by 
Rubin (1975). He said that a good language learner is associated with being an 
extraverted people. She also suggested that if good language learners were 
successful in communication, their motivation to acquire the necessary tools to 
continue communication would increase. Furthermore, Rossier, (1975); Rubin,
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(1975) and Seliger, (1977), also added to the previous statement that extra verted 
people create more opportunities to practice the language, obtain input, and 
experience success in communicating.
However, this group do not show any significant correlations between the total 
scores of Spanish and instrumental motivation or metacognitive LLS. This is not 
consistent with Van Lier’s (1996:98) theory and other theorists that motivation is 
the most important factor in language learning. Therefore, this theory is not 
supported by my results. In this study motivation show an influence on language 
learning, however, it does not show itself to be a differentiating factor. The PTA 
students have a higher level than the FTU students, but within their own group, 
higher instrumental motivation does not necessarily mean greater achievement.
Overall Interpretation of Results
To summarise this discussion it could be said that the results of this study show 
significant differences in achievement between the PTA students and the FTU 
students. In addition, it shows the LI knowledge of grammar has a strong 
influence on L2 proficiency level in both groups. LI knowledge of grammar 
shows a strong correlation with the individual tests especially with the use of 
grammar on the FTU group, and with reading on the PTA. At a lower lever, both 
groups would seem to have L2 proficiency level influenced by cognitive LLS. As 
was predicted, it seems that integrative motivation has an influence on the 
students’ proficiency level, which could be one of the reasons why PTA students 
achieved a higher L2 proficiency level than the FTU.
On the contrary, my results do not show any significant differences between the 
two groups with respect to instrumental motivation and metacognitive LLS. I have 
suggested several possible reasons such as internal and external factors as to 
why I did not obtain the results I expected.
Having discussed the results obtained in this study, it would be very sensible to 
outline some of the limitations of the study. These limitations may have some 
repercussion in the end results of the findings. It will also look at some
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recommendation relevant for teachers and students in order to improve learning.
In addition, the next chapter will bring together also some suggestions for future 
research.
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1C o n c l u s io n s  a n d  F u r t h e r  W o r k
The previous chapter has provided the discussion of the most significant finding 
obtained in this thesis for the two groups, the FTU and the PTA. Consideration 
was also given to how far these findings support or refute the theoretical 
perspectives outlined in chapter 2.
This last chapter will provide the recapitulation of the study and the conclusive 
comments including limitations and implication of this research. It consists of five 
sections:
1. Recapitulation,
2. Limitations of the research,
3. Implications,
4. Future research, and
5. Final conclusion.
Recapitulation
This social science research approached a linguistic and educational ontology or 
perspectives. This exploratory study identified differences in two distinct groups, 
FTU and PTA, investigating what characteristics have the potential to influence 
the ultimate level of Spanish language proficiency. It attempted to investigate the 
relationship among the dependent variables motivation, LLS and L1 knowledge 
of grammar and how much these variables influence the level of Spanish.
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Limitations of the research
The challenge of this research was the fact that all instruments were specifically 
designed for the study by the researcher herself. As such, it was no great 
surprise that the following limitations become apparent during the progress of the 
research. On the instruments in general, all of them could benefit from additional 
evaluation and refinements. The number of items for both questionnaires could 
have been increased; improving the optimum reliability for the motivation and 
LLS questionnaire. For the L1 knowledge of grammar test, the reliability could be 
raised to a more acceptable level from KR-20 = 0.54 to probably a = 0.70 if the 
number of items in both sections were increased. In addition, with more time, it 
would have been more interesting to carry out a further item analysis with all the 
instruments to master and increase their reliability and validity.
The amount of e/fo/f and time could have been saved if commercial 
questionnaires and test were used. However, it was worth the effort devising the 
instruments as professional and learning experience.
Another limitation is the small sample size available for the analyses The sample 
size and gender distribution were not totally ideal for the factorial design method 
of data analysis. Although it was nearly 100 (Boomsma 1982), parameter 
estimates tend to be more stable in larger samples (e.g., 200 or greater; Ullman 
1996). The unequal sample size of groups, and male and female sample could 
not be avoided as the study employed intact classes of students. However, even 
though the larger sample could improve results, the unequal males and female 
sample would not be avoidable as intact classes tend to be used. Therefore, it 
seems reasonable to assume that the present results still provide meaningful 
information. Nonetheless, it would be useful to repeat this study with a larger 
sample to determine further the reliability of the results, and in a different 
institution. Interviews would have been beneficial to find out the reason of some 
unexpected results such as why the FTU students do not seem to be more 
instrumental motivated than the PTA students.
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A minor problem was identified due to the amount of time needed to complete all 
the questionnaires and tests when gathering the data. However, this was only a 
comment and only few of the students refused to complete the instruments.
Having seen some of the limitations of this study, the next section will be 
concentrate on the implications of this research.
Implications
In this exploratory study, it appears that L1 knowledge of grammar has an 
important impact on language learning in general. Also, cognitive LLS would 
appear to influence success of both groups of students.
One of the implications for teachers is that to ensure achievement of a second 
language, teachers need to pay more attention to ensure that some basic 
knowledge of grammar on the students own L1 language would be needed for 
better understanding of the new language, especially if the grammatical roots of 
both languages are similar. It may promote more positive attitude in language 
teachers and students toward the importance of basic knowledge of grammar 
when learning another language. Also, it may increase the students’ confidence if 
they start learning a language with basic understanding of basic grammatical 
terms, which would be used in each lesson.
There is a need to increase teachers’ and students’ awareness towards the 
importance of using the appropriate and relevant C-LLS. It might improve 
learning in classes by helping students to become aware of and responsible for 
their own learning by using LLS that suit individual needs. Introducing cognitive 
language learning activities in the classroom might help the student, leaning 
Spanish, to become more successful academically by providing them with the 
opportunity to develop the listening, reading, speaking and writing skills at their 
proficiency level classroom. For instance, to provide reading texts that make the 
students understand it, but also, at the same time, make them think about
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answers that cannot be answered by pointing to an obvious fact on a page, (e.g. 
asking questions such as why, how, should and could).
In addition, it may be desirable to have teachers trained in methods of teaching 
cognitive LLS instructions, strategies, and assessment before teaching students 
how to use strategies effectively. Teachers need to identify and discuss their own 
learning strategies and then find out additional strategies that may be useful to 
their students. They should provide a wide range of learning strategies in order to 
carter for different learning styles that meet the needs and expectation of the 
students who have different motivation and learning strategies. Teachers also 
could implement C-LLS by asking student to reflect on their own learning and 
problem solving. Students could be provided with activities that promote active 
student participation, cooperative learning, and higher level questioning. 
Therefore, on a large scale, it may be desirable to consider reviewing and 
revising the languages curriculum and course design, where teaching L1 
grammar and C-LLS could be implemented in the classes by identifying, 
acquiring and developing material that promote higher level thinking while still 
being linguistically accessible to students not yet proficient in Spanish.
It might be taken into consideration for teachers, in order to enhance students 
learning, to increase their motivation, whether is instrumental or integrative, 
making the students aware of the benefit and recognition on their final 
achievement. In addition, as integrative motivation seems to have a better impact 
on language learning, this study may increase the teachers view on teaching 
culture and exposing the students to the target language environment in order to 
enhance students’ integrative motivation.
One of the implications for teaching mixed groups in one class might be that FTU 
students could benefit from the experienced PTA students, having a small impact 
on learning, (e.g. mixing students in small groups to perform some activities and 
share skills, abilities, experiences and knowledge). In addition, PTA students 
seem to be a good example and bring useful live, professional and vocational 
experience into the classroom. From own experience of teaching mixed groups 
environment it seems that FTU students could also benefit by adapting a better 
behaviour and perform better than being on a class on their own characteristics.
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This behaviour also seems to influence motivation, which could have, as a 
consequence, an impact on achievement. In addition, these mixed groups are 
more likely to use a variety of teaching strategies and methods facilitating the 
exposure of the students of various backgrounds to interactive methods, which 
could promote a more effective learning.
Finally, the study might also have an implication on students undertaking 
language teaching training, a degree on how different people learn as well as 
provide with some practical experience, not only in the use of social research 
methods, but on a topic of relevance to their programme.
Having said that, this study could lead to further interesting and relevant research 
which could contribute to the body of knowledge of education and linguistic.
Future research
Having seen the limitations and implications of this study, in this section, some 
suggestion for future research will be underlined.
A further research using experimental and/or longitudinal designs is necessary to 
determine whether L1 knowledge of language has a strong impact on language 
learning. It would be very relevant to consider the investigation of two groups 
using different treatment where one group would be taught grammar at an initial 
level of a language course for a period of time but not the other.
This study could be also extended to other institutions -further or private to find 
out if the outcomes of the results would affect also younger students, or to more 
privileged students, whose educational background suppose to have a higher 
standard than those in state institutions.
A further study could explore the effect of L1 knowledge of grammar into a 
language that does not have the same grammatical roots (e.g. Chinese, Arabic),
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to find out if the knowledge of grammar is practical even when it does not have to 
be applied directly to the foreign language.
This study focused on achievement on writing and reading; therefore, it would be 
also interesting to investigate the achievement of the language on listening and 
speaking skills, to see what variables influence the listening, and specially the 
oral production.
Furthermore, now we know that the PTA group is more integrative motivated. 
Therefore, it would be very interesting to find out why these students are 
integrative motivated. Is it because they have been in a Spanish speaking 
country?, or maybe because they have Spanish relatives or friends, or perhaps 
because they normally chose Spanish countries for their holidays?. Therefore, it 
would be very much of interest to have a quantitative further research having 
interviews to see the real views and reason for having integrative motivation.
Final conclusion
To conclude this study it could be said that the proficiency level is influenced by 
L1 knowledge of grammar, cognitive LLS and integrative motivation among other 
internal and external factors. Therefore, this study has been focused on the 
relationship among, motivation type, language learning strategies preferences, 
transfer of L1 knowledge of grammar and their influence on the second language 
achievement level in two different types of students (full time undergraduates and 
part time associated).
We have seen that some people make use of the L1 into the L2. In cases where 
the target language is different from the L1, the result is of interference or 
negative transfer. In cases where the patters of the L1 and the target language 
are similar the result is of positive transfer. Different people have different 
learning strategies preferences, cognitive -memorising; or metacognitive -  
managing learning. In addition, some other people learn languages for their
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intrinsic motivation satisfaction of learning, while others do it by the external 
reward of getting good grades in exams.
Therefore, SLA is a process that is influenced by many different factors. That is 
why a number of hypotheses and models were formulated to clarify how SLA 
takes place. After revising the literature, a central question was formulated for 
this study, on which the research has been based:
“What student characteristics have the potential to Influence 
the ultimate level of Spanish language proficiency In particular 
In Integrated classes of full time undergraduate students and 
part time associated students?
After devising and evaluating the instruments (the questionnaires and 
achievement tests), the data were collected in the student’s natural setting, the 
classroom. The results obtained in this study show, in general, significant 
differences in the achievement between the PTA students and the FTU students.
The results show a strong correlation, within the same groups, among the L1 
knowledge of grammar and the individual tests especially with the use of 
grammar on the FTU group, and with reading on the PTA, as demonstrated by 
the AN OVA test. In addition, the results also show, within the same group, that 
the total scores in Spanish have a strong correlation with integrative motivation, 
C-LLS and L1 knowledge of grammar for the FTU group. For the PTA group, the 
strongest correlation is between L1 knowledge of grammar and C-LLS.
In addition, it shows that L1 knowledge of grammar has a strong influence on L2 
proficiency level in both distinguished group, with a shared variance of 33% for 
the FTU group, and 34% for the PTA group, which it is nearly the same 
proportion for both groups. At a lower lever, both groups would seem to have L2 
proficiency level influenced by cognitive LLS with a share variance of 10% for the 
FTU’s and 3% for the PTA’s. Integrative motivation also has an influence on the 
students’ proficiency level for the FTU group only with 4% of the share variance.
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On the contrary, my results do not show any significant differences between the 
two groups with respect to instrumental motivation and metacog nitive LLS, 
gender or interaction among the dependent variables and the two groups. 
However, some suggestions have been made, which could explain the reason for 
these results. This study also seems to dispel the popular myth that girls/women 
are better than men at languages. However, the reason behind could be that in 
this study, learning Spanish as a foreign language, there are more women than 
men.
There have been some limitations such as sample size, which a higher sample 
size might have provided different results. The time allocated for completion of 
the instruments was too long, and the instrument could have been refined a bit 
more, if there were had been more time. However, despite these limitations, the 
present results make some important contributions to existing knowledge about 
second language acquisition. Therefore, some recommendations for teachers 
and learners were presented which may increase the student positive attitude by 
ensuring some basic knowledge of grammar before starting learning languages. 
Also, it may increase the teachers view on exposing the students to the target 
language environment in order to enhance students’ integrative motivation. In 
addition, it may increase teachers’ and students’ awareness towards the 
importance of using the appropriate and relevant C-LLS to improve learning in 
classes by helping students to become responsible for their own learning by 
using LLS that suit individual needs.
The results of this study would suggest further research is needed using 
experimental studies between the two groups, as well as further researches in 
private institutions as well as between languages that have no similarities on their 
grammatical patterns or structures. Also testing the receptive skills -listening and 
speaking -to find if the variables in this study would have a different impact on 
these skills.
Consequently, this study was able to demonstrate that the PTA group have 
achieved a higher proficiency level than the FTU group after an equal period of 
time studying Spanish as a foreign language. It has been also able to confirm my 
hypothesis that the transfer of the L1 knowledge of grammar has a clear and a
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strong influence on second language acquisition influencing the L2 proficiency 
level. This research has also confirmed my hypothesis that integrative motivation 
influence learning and therefore the achievement of the L2 proficiency level. It 
has also been demonstrated that C-LLS have an influence on learning. 
Therefore, it can be concluded that transfer of L1 knowledge of grammar, C-LLS 
and integrative motivation have the potential to influence the ultimate level of 
Spanish language proficiency.
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Appendix I: Visual Definition of the Monitor Model Hypothesis
-Under use-
Acquire Competence
(The Monitor)
Output
-Optimal use-
Acquire Competence^^ '
(The Monitor)
\ O u t p u t
-Overuse-
Acquire Competence^^ '
(The Monitor)
y  Output
(after Krashen, 1981).
Fig. 1: A model of adults’ second language use of the monitor.
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Appendix II: Samples o f Transfer from L1 to L2
Sam ple o f Transfer oh Writihg Skills (Borrowing)
Writing Test
Section 2: A letter to your family
Please, 
do not 
write in 
this
sections
Please do not write outside the lines. 
Use only the lines with numbers.
 3.... ;^.fî..vH.:é;......rfe.<>r.i...,..:^ ..^ ±J..é.^ .....?.........................................................  -
   ..b..i.^ .!^ ...*.  TSifr.TT..
 4..................  C..<Xv.l.î.êiA.rb.:C.............................. Th.i..e^.(?..0...
.'........................... n..9.rt^ .|T.C...C....C^ .l.P..C....P.......-rf:0..<P..:.........................
5 . /s]..Qs p. rtr.Q.s  .O . P.  n s ^ . .
 .^ .|    . y î x À   ...........
 6..............................................................  kVlCS.Uv..Çr.U:.£î.........................................
  .....<5S,.............. S.X.CÀ:.^......
 7..... ['lAe A-o. ...... .2 .^... /....h,r<is^cue, p . .:..........................................
 ..............  (.<^5...<^ .c.L...D........^ .......
 8....................................  \ J . . ô . ^ . ....... C r O . O . .......|v \.v ............................. r ^ ! C s . . . . . - : C . X ........ . C . . . a . . c M j l ^ ^
 .ç^p^Sx.:....i...(x-  .... ..y ..n ......V .py. . . .^ ...
 9.........{..(T.....t^.......:ÜC ‘^ .i?..<;^ ..çP.............................................................................
   ■ ■ ■ k .T ^ . .p,Tÿ?r . s . .<?>.<p.k. p. .Ge. o.d.'e. .ûkiv\.i^j^..:...Cr.€>..'r^y
10.....................................  cL ^ ...V )rv .'5^ .Q .....,..........................................................V v \;A .l.<?s..S ..,.........................
11. .M:^......^.^.5>fe^^.......^.<f^^.l.Vc.......f!^^. <&TTas_rr .lA.rA....... p<?kJ^ Hg«o.......<??s..{....
12. ^..I.......p4.4.^.!^:.........y^  .LA.KV..... .. ..:/.......................................
f8. ■ .... . . . . . . . , ( * . . . .  ....................... . . ( r f . . f ..'.............
14.... . . k . c ... .'T&^..Q...)/,..,:Gi^_.,.....(..(^^  A .1.... 1.................
15. .L^,.....',.p^  .jfe.vy>A .A .4?v......
16. .ZÎ^.L.pT^A':
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Appendix Hi: instruments
Sample of the Questionnaire Distributed
Questionnaire
Motivation and Language Learning Strategies
This questionnaire aims to gather information about the type of motivation you have and the language
learning strategies you use. This will help to identify if these two variables influence your language
proficiency level.
It contains two sections:
Section 1: about motivation, (items A and B)
Section 2: about language learning strategies, (items C and D)
The questionnaire has to be scored according to the following Likert’s scale.
LIkert scale
1
Strongly
disagree
2
Disagree
3
Uncertain
4
Agree
5
Strongly agree
Definition of 
LIkert scale
means that 
you agree with 
the statement 
very rarely.
means that 
you agree with 
the statement 
less than half 
the time.
means that 
you agree with 
the statement 
half the time.
means that 
you agree with 
the statement 
more than half 
the time.
means that 
you agree with 
the statement 
almost always.
Please, answer according to the statement in terms of how well It describes you. There are no right 
or wrong answers to these statements. Do not answer how you think you should be, or what other 
people do. Work as quickly as you can without being careless. This usually takes about 10 minutes to 
complete. Please, complete Column 4 for motivation, and Column 5 for language learning strategies 
(LLS).
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Appendix Hi a: Motivation Questionnaire
Section 1 
-Motivation-
Remember to complete Column 4 with the numbers 1 , 2 , 3 , 4 ,  or 5 on the answering sheet.
Scale
Items
‘A ’
Strongly
disagree
Disagree Uncertain Agree Strongly
agree
1. 1 study Spanish because it will 1 
allow me to communicate with 
people from different countries.
2 3 4 5
2. 1 study Spanish because it will 1 
allow me to have more friends.
2 3 4 5
3. 1 study Spanish because 1 love 1 
the language.
2 3 4 5
4. 1 study Spanish because 1 like 1 
the sound of the language.
2 3 4 5
5. 1 study Spanish because it will 1 
help me to see other ways of life.
2 3 4 5
6. 1 study Spanish because 1 will 1 
have more knowledge about other 
cultures
2 3 4 5
7. 1 study Spanish because it will 1 
help me to appreciate other 
literature, art, and music.
2 3 4 5
8. 1 study Spanish because it will 1 
help me to understand better the 
history of Spanish speaking 
countries.
2 3 4 5
9. 1 study Spanish because it will 1 
help me to improve my educational 
background and be more cultured.
2 3 4 5
10. 1 study Spanish because 1 want 1 
to travel in Spain.
2 3 4 5
11. 1 study Spanish because 1 want 1 
to work in Spain in the future.
2 3 4 5
12. 1 study Spanish because 1 want 1 
to live in Spain.
2 3 4 5
13. 1 enjoy learning Spanish 1 
because it Is easy for me.
2 3 4 5
14. 1 study Spanish with the 1 
intention to find a job in Spain.
2 3 4 5
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Scale
Items
‘B’
Strongly
disagree
Disagree Uncertain Agree Strongly
agree
15. 1 study Spanish because it will 
help me to obtain credits for my 
degree easily.
1 2 3 4 5
16. 1 study Spanish because it will 
help me to pass my exams.
1 2 3 4 5
17. 1 study Spanish because it will 
allow me to find a more interesting 
job.
1 2 3 4 5
18. 1 study Spanish because it will 
allow me to get the job 1 really want.
1 2 3 4 5
19. 1 study Spanish because it will 
allow me to get a higher income job.
1 2 3 4 5
20. 1 study Spanish because 1 like 
to be recognized among my friends.
1 2 3 4 5
21. 1 study Spanish because may 
of my friends speak other languages 
apart from English.
1 2 3 4 5
22. 1 spend extra time studying 
Spanish because 1 feel ashamed If 1 
receive a low grade.
1 2 3 4 5
23. 1 do my Spanish homework 
because it would upset me to not be 
able to participate when called on.
1 2 3 4 5
24. 1 study Spanish because 1 am 
expected to have another languages 
in my present or future job.
1 2 3 4 5
25. 1 study Spanish because my 
family want me to.
1 2 3 4 5
26. 1 spent time studying Spanish 
because 1 feel ashamed if 1 do an 
activity badly.
1 2 3 4 5
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Appendix ill b: LLS Questionnaire
Section 2
-Language Learning Strategies- 
Remember to complete Column 5 with the numbers 1,2 ,3 ,4 , or 5 on the answering sheet.
Scale
Items
‘C’
Strongly
disagree
Disagree Uncertain Agree Strongly
agree
1. 1 remember a new Spanish 
word thinking on a picture or . 
situation where 1 would use the 
word.
2 3 4 5
2. 1 associate new Spanish 1 
material with what 1 have already 
learned.
2 3 4 5
3. 1 use rhymes and images to 1 
remember new Spanish words.
2 3 4 5
4. 1 repeat or write new Spanish 1 
words several times to remember 
them.
2 3 4 5
5. 1 practice the phonetic sounds 1 
of Spanish.
2 3 4 5
6. 1 read Spanish without looking 1 
up every new word.
2 3 4 5
7. 1 prefer not to speak if 1 am not 
sure of the grammar. . 2 3 4 5
8. 1 make up new words to get the 1 
message across.
2 3 4 5
9. 1 try to guess unfamiliar 1 
Spanish words when 1 hear them or 
read.
2 3 4 5
10. 1 look for words in my own 1 
language that are similar to new 
words in Spanish.
2 3 4 5
11. 1 use gestures and mime when 1 
1 cannot think of the word during a 
conversation in Spanish.
2 3 4 5
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Scale
Items
‘D’
Strongly
disagree
Disagree Uncertain Agree Strongly
agree
12. 1 set short term, mid-term, and 
long-term goals for my study of 
Spanish.
1 2 3 4 5
13. 1 try to find any opportunity to 
practice my Spanish.
1 2 3 4 5
14. 1 evaluate my progress with the 
languge and plan accordingly.
1 2 3 4 5
15. 1 give myself a reward or treat 
when 1 obtained my objectives.
1 2 3 4 5
16. 1 encourage myself to speak 
Spanish even when 1 know that 1 
might make mistakes. 1 2 3 4 5
17. 1 use background music while 
studying to help me relax.
1 2 3 4 5
18. 1 ask Spanish speakers to 
correct my language mistakes.
1 2 3 4 5
19. 1 practice Spanish with my 
peers when 1 have the opportunity to 
help me learn.
1 2 3 4 5
20. 1 ask Spanish speakers for 
help, to repeat or slow down to aid 
my understanding.
1 2 3 4 5
21. 1 ask questions in Spanish. 1 2 3 4 5
22. 1 notice 1 am tense or nervous 
when 1 am speaking Spanish.
1 2 3 4 5
Thank you very much for completing this questionnaire
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Appendix Hi c: ATW-Letter
Sample of the ATW -The Letter
Writing Test
Section 2: A letter to your family
Write a letter of between 80 and 100 words in an appropriate style. This usually takes about 20 
minutes to complete. Use the additional paper with the answering sheet.
You must answer each of the following points in this question:
You are on holidays in Spain and you live with two Spanish people a girl and a boy whom you 
have not met before. At the end of your first week, you decided to write a letter to your family 
telling them all about this Spanish family.
You must give information about:
1. names (using the verb ‘llamarse’),
2. ages,
3. marital status,
4. other languages they speak,
5. jobs,
6. places of work (building),
7. personality,
8. appearance (using the verb ‘tener’).
Besides, you will need:
11. to state your new address for your family to contact you,
12. to tell them about what time you wake up in the morning and go 
to bed as the timetable is so different from England, and
13. to say what you like and dislike about being there.
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Writing Test
Section 2: A letter to your family
Please, 
do not 
write in 
this
sections
Please do not write outside the lines. 
Use only the lines with numbers.
1.
14.
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Appendix III d: ATW-Use of Grammar
Sample of the A T W -T h e  Use of Grammar
Writing Test
Section 1 : Use o f grammar
Each of the following questions has four possible answers (A, B, C, D). Only one 
is correct. Please, choose the answer that you consider is the right one and write 
the letter on the answering sheet, column 2. The example shows you what to do. 
Work as quickly as you can without being careless. This usually takes about 15 
minutes to complete.
You must answer all the questions.
Example:
1. Mi nombre ...es.... Pedro
A) soy 
^.B ijlam o 
es
D) eres
Co umn 2
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A. Verbs conjugation
1. cUe donde......................... Pedro?
A) soy
B) es
C) somos
D) eres
2. Elios......................... dos perros y un gato.
A) tenéis
B) tienes
C) tienen
D) tiene
3. AI lado del parque.......................... las casas de Pedro.
A) esta
B) estas
C) estais
D) estan
4. Sofia y su hermana .a las 7 de la manana.
A) levantan
B) levantarse
C) se levantan
D) levantais
B. Verbs choice
5. <[,Cuantos anos........................ tu hijo?
A) es
B) esta
C) tiene
D) son
6. Y o  Raul y soy futbolista
A) nombre
B) me llamo
C) es
D) se llama
7. Por la manana, nosotros................................................. antes de
desayunar.
A) duchamos
B) ducha
C) nos duchamos
D) bano
8. En verano, a m i........................ Ira la playa y tomarel sol?
A) gusta
B) me gusta
C) me baho
D) encanta
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C. Spelling and punctuation
9. Hay......................... libres en la estanteria de Pilar.
A) veinte y dos
B) veintidôs
C) vintidôs
D) veinte-dos
10. c ........................ cornes carne y verdura normalmente?.
A) tu
B) tu
C) te
D) ti
11. 6 ........................ hacéis los fines de semana en verano?
A) Que
B) Quien
C) Que
D) Cual
12. I ........................ te levantes tan temprano durante las vacaciones?
A) Por
B) Porque
C) Porke
D) Por que
D. Prepositions
13. La piscina esta .........................  la estaciôn de tren.
A) detrâs de
B) delante
C) al final
D) entre
14. Todos los periôdicos estan la primera y la cuarta
estanteria.
A) debajo
B) entre
C) enfrente
D) detrâs
15. La habitaciôn de los ninos esta ......................... el segundo piso.
A) en
B) con
C) para
D) de
16. <i,Cuânto es una habitaciôn individual..........................noche?
A) por
B) para
C) la
D) en
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E. Nouns and articles
17. Choose the correct sentence.
A) El estudiante es alta y delgada.
B) La estudiante es alto y delgada.
0) La estudiante es alta y delgado.
D) El estudiante es alto y delgado.
18................................. juegan al tenis en el jardin.
A) Los nino
B) La ninas 
0) El nino
D) Los ninos
19.
20 .
......................... fotografos hacen fotografias a la catedral.
A) El
B) Un 
0) Unos
D) Las
Choose the correct sentence. .
A) Rosa es una mujer muy inteligente y simpatica
B) Rosa es una mujera muy inteligenta y simpatica
C) Rosa es una mujer muy inteligenta y simpatico.
D) Rosa es un mujer muy inteligente y simpatico.
F. Pronouns
21. Elios..
A) se
B) les
C) son
D) le
afeitan cada manana.
22. Pedro madruga mucho. 
manana.
A) El se
B) El
C) ÉI se
D) El
levanta a las 6 de la
23. os duchais cada dia antes de cenar.
A) vosotros
B) a  VOS
C) VOS
D) a vosotros
24................................. vamos al cine muy a menudo.
A) Marla y yo
B) Marla y tu
C) Marla y vosotros
D) Elios
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G. Adjectives
25. El vestido ese es m uy..........................
A) bien
B) bonito
C) buenos
D) mal
26. Las botellas de v ino........................  las com pro José.
A) grande
B) grandes
C) grando
D) grandas
27. El café  es mi favorite en verano.
A) frio
B) calor
C) leche
D) hielo
28. Los tomates son muy buenos para la ensalada.
A) rojes
B) rojo
C) roja
D) rojos
H. Adverbs
29. A mi me gusta el cine. A m i..........................
A) si
B) si mucho
C) también
D) tampoco
30. Los espanoles hablan m uy..........................
A) deprisa
B) todo el tiempo
C) luego
D) arriba
31. Son las 2:57, e s ........................voy a perder el tren.
A) muy tardes
B) temprano
C) pronto
D) tardisimo
32................................. mi amigo y yo nos vamos de vacaciones a Sevilla.
A) Ayer
B) Cerca
C) Antes
D) Manana
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I. Formal I Informal
33.
A) Listed
B) TÛ
C) Vosotros
D) ustedes
es el padre de Marina, <j,no?
34.
35.
usted una cerveza.
A) quieres
B) quieren
C) quiere
D) quiero
Sr. Moreno, <j,Gual es
A) tu
B) la
C) su
D) usted
nacionalidad?.
36. <j,Como.....
A) estas
B) esta
C) estamos
D) estan
Jaime?
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Appendix III e: ATR
Sample of the ATR
Reading Test
Read the text carefully, and answer the following questions according to the text. 
Each of the following questions has four possible answers (A, B, C, D). Only one 
is correct. Please, choose the answer that you consider is the right one and write 
the letter on the answering sheet, column 3. The example shows you what to do. 
Work as quickly as you can without being careless. This usually takes about 15 
minutes to complete.
You must answer all the questions.
Example:
Text: “Me llamo Pedro, soy medico, trabajo en un hospital y vivo en 
Madrid”
1. Pedro es ...medico. ..
A) trabajador 
^_B)hostelero 
medico
D) de Madrid
Column 3
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Reading comprehension text.
24 horas con Conn Telledo
Germ Tellado es una mujer fuerte y enérgica. Tiene 64 anos. Dicen qua es 
la escritora espanola mas leida después de Cervantes. Tiene mas de très 
mil quinientas novelas traducidas a siete idiomas. Escribe historias de 
amor.
Vive a cinco kilometres de Gijôn, la capital asturiana. Desde su casa de dos 
plantas se ve a un lado la ciudad y al otro lado el campo. Tiene una piscina, 
una pista de tenis y un jardin muy grande. En el garaje, en una pequeha 
habitaciôn, tiene todos sus libres.
Corin dice que no es millonaria y que trabaja para vivir. Esta separada de 
su marido. Todo es para sus hijos, Begona de veintinueve anos que esta 
casada y es periodista; y Txomin, de veintiocho, que es abogado.
Es una mujer muy ocupada. Escribe desde les diecisiete anos y no corrige 
ni repite nada. A veces escribe una novela en menos de una semana. Se 
levante a las siete de la manana y no desayuna. Trabaja toda la manana y 
toma un café a las nueve. A la una y media su nieto Julio llega a casa del 
colegio y juega con él. A las dos llega su hija y a las très comen. 
Generalmente come en casa pero hoy va a un restaurante.
No trabaja después de corner. Por la tarde hace unas compras o da un paseo. 
Después trabaja en su jardin. Por la noche, cena muy poco y después de cenar, 
lee. Prefiere la buena literatura.
Reference: R.M. Martin and M. Ellis (1991:75) “ Pasos 1” l"  Edit by Hodderand Stoughton, UK
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Recognise main ideas from the pictures
1. Look at the picture
MATERIAL REDACTED AT REQUEST OF UNIVERSITY
Which sentence describes the picture best?
A) Corin Tellado vive en la oficina.
B) Corin Tellado lee en la oficina.
C) Corin Tellado escribe en la oficina.
D) Corin Tellado desayuna en la oficina.
2. Look at the picture on your right.
Which sentence describes the picture best?
A) Corin Tellado esté leyendo.
B) Corin Tellado lee en la silla. MATERIAL REDACTED AT REQUEST OF UNIVERSITY
C) Corin Tellado escribe un libro.
D) Corin Tellado compra un libro.
3. Look at the picture
MATERIAL REDACTED AT REQUEST OF UNIVERSITY
Which sentence describes the picture best?
A) Corin Tellado esta en el sofa con su hija.
B) Corin Tellado juega con Julio.
C) Corin Tellado limpia el sofa.
D) Corin Tellado tiene. un sofa nuevo.
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Inferring meaning of words or words recognition
4. What does ‘ocupada’ means in the text?
A) ocupacional.
B) que ocupa un lugar.
C) oculista.
D) trabajadora.
5. What does ‘desayuna’ means in the text?
A) come por la noche.
B) come al mediodia.
C) come por la manana.
D) come por la tarde.
6. What does ‘nieto’ means in the text?
A) el hijo de su hermano.
B) el hijo de su hija.
C) el hijo de su madré.
D) el hijo de su amiga.
Locating explicit details
7. Por las mananas se levante a la s .............
A) 7 y se toma un café.
B) 6.
C) 9.
D) 7 y desayuna café a las nueve.
8. T iene ............................novelas traducidas.
A) 3.500
B) 3.015
C) 3.050
D) entre 3 y 15
9. Es escritora desde ..........................
A) les 17 anos.
B) hace 17 anos.
C) el dîa 17.
D) el de 17 del mes pasado.
10. Ella escribe..........................
A) antes de comer.
B) después de comer.
C) en su jardin por la noche.
D) por la tarde.
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Interpreting concepts in the passage
11. What is an example of ‘casa de dos plantas’?
A) una casa con plantas de rosas y margaritas.
B) una casa con flores.
C) una casa que tiene dos pisos.
D) una casa entre dos jardines.
12. What is an example of ‘separada de su marido’?
A) es una persona soltera.
B) es una persona que vive con su marido.
C) es una persona que no vive con su marido.
D) una persona que vive sola con su marido.
13. What is an example of ‘historias de amor’?
A) historias românticas.
B) historias romanas.
C) historias del mar.
D) historias de ambientes naturales.
Recognise main ideas from the text
14. Which sentence describes the text best?
A) Corin Tellado es la segunda escritora de novelas mas leida en Espana.
B) Corin Tellado escribe novelas algunas veces.
C) Corin Tellado escribe novelas para Cervantes.
D) Corin Tellado escribe novelas en siete idiomas.
15. Which sentence describes the text best?
A) La escritora vive sola pero tiene una familia muy grande.
B) La escritora tiene una hija, un hijo y un nieto que es hijo de la hija.
C) Corin Tellado recibe visitas de amigos todos los dîas para comer.
D) Corin Tellado visita a su hija todos los dîas después de recoger a su nieto del
colegio.
16. Which sentence describes the text best?
A) Normalmente, por la tarde va de compras y da un paseo.
B) Después de hacer la compra da un paseo y lee en el jardin.
C) Después de cenar le gusta de leer buenos libres de literatura.
D) Generalmente va a comer a un restaurante.
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Comprehension of overall intent of the text
17. What type of text is it?
A) a conversation,
B) a report,
C) a description,
D) a discussion,
18. What type of text is it?
A) an informative text, it informs about a topic of interest.
B) a comparative text, it compares people.
C) a descriptive text, it describes somebody.
D) a conclusive text, it describes a place.
19. What type of text is it? 
somebody’s biography? 
somebody’s house description? 
somebody’s family description? 
somebody’s daily routine?
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Appendix III f:L1 Knowledge of Grammar
Sample of the L1 Knowledge of Grammar
L1 Knowledge of Grammar
This test has two sections, A and B. Section A consists of how well you 
recognise verbs tenses and forms (e.g. the present tense, the future, etc.). 
Section B consist of how well you recognise grammatical categories (i.e. nouns, 
prepositions, etc)
Each of the following questions has four possible answers (A, B, C, D). Only one 
is correct. Please, choose the answer that you consider is the right one and write 
the letter on the answering sheet, column 1. The example shows you what to do. 
Work as quickly as you can without being careless. This usually takes about 15 
minutes to complete.
You must answer all the questions.
Example:
1. “Which of these following is a ‘nationality’?” 
A) England 
^£)London 
( ^ C ) ^  English
D) Nation
Co umn 1
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A: Verbs Tenses and Forms
1. Which of these following sentences includes a ‘Present’ tense?
A) We have breakfast every day.
B) W e had breakfast every day.
C) We haven’t had breakfast today.
D) We are having breakfast.
2. Which of these following sentences includes a ‘Conditional’ form?
A) If you drive, we go in your car.
B) We went in your car.
C) We will go in your car.
D) W e go in your car.
3. Which of the following sentences includes a ‘Reflexive’ verb?
A) He washes the car in the morning.
B) He washed the car in the morning.
C) He washes himself in the morning.
D) He is washing the car in the morning.
4. Which of these following sentences includes a ‘Present Continuous’ form?
A) Susan and Martha argue continuously.
B) Susan and Martha always argue.
C) Susan and Martha are always arguing.
D) Susan and Martha have argued.
5. Which of these following sentences includes a ‘Simple Past’ tense?
A) They had been in the market with Sam.
B) They were going to the market with Sam.
C) They went to the market with Sam.
D) They have been in the market with Sam.
6. Which of these following sentences includes a ‘Future’ form?
A) Would you go to help her?
B) Do you go to help her?
C) Will you go to help her?
D) Have you gone to help her?
7. Which of these following sentences includes a ‘Present Perfect’ form?
A) She is in Madrid.
B) She has been in Madrid.
C) She was in Madrid.
D) She went to Madrid.
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8. Which of these following sentences includes a ‘Present Continuous’ form?
A) Jo works at 7 am.
B) Jo worked at 7 am.
C) Jo is working since 7 am.
D) Jo works continually.
9. Which of these following sentences includes a ‘Future’ form?
A) He worked with your friend.
B) He’ll work with your friend.
C) He’d worked with your friend.
D) He’d work with your friend.
10. Which of these following sentences includes a ‘Conditional’ form?
A) I want to go to the cinema on Saturday.
B) I’ll go to the cinema on Saturday.
C) I’d go to the cinema on Saturday if you pay.
D) I’d gone to the cinema today.
11. Which of these following sentences includes a ‘Present Perfect’ form?
A) My friends had lived in the south.
B) My friends have lived in the south.
C) My friends lived in the south.
D) My friends are in the south.
12. Which of the following sentences includes a ‘Reflexive’ verb?
A) She baths the children after breakfast.
B) She had a hot bath.
C) She baths herself after breakfast.
D) She is going to have a bath.
13. Which of these following sentences includes a ‘Simple Past’ tense?
A) You were coming to town for two weeks.
B) You had been in town for two weeks.
C) You were going to town for two weeks.
D) You were in town for two weeks.
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B: Grammatical Categories
14. Which of these following is a ‘noun’?
A) big
B) his 
0) cat
D) cut
15. Which of these following is an ‘indeterminate article’?
A) the
B) in 
0 ) a
D) on
16. Which of these following is a ‘determinate article’?
A) he
B) the 
0) it
D) they
17. Which of these following is a ‘personal pronoun’?
A) person
B) here 
0) for
D) it
18. Which of these following is an ‘auxiliary verb’?
A) to eat
B) to run
C) to be
D) to put
19. Which of these following is a ‘regular verb’?
A) I study
B) I write
C) I am
D) I have
20. Which of these following is an ‘adverb’?
A) play
B) we
C) in
D) here
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21. Which of these following is an ‘irregular verb’?
A) To mark
B) To make
C) To remember
D) To move
22. Which of these following is a ‘possessive’?
A) you
B) I
C) yours
D) me
23. Which of these following is a ‘conjunction’?
A) on
B) over
C) for
D) or
24. Which of these following is an ‘adjective’?
tall
cat
bear
tomorrow
25. Which of these following is a ‘preposition’?
A) mine
B) next to
C) fish
D) she
26. Which of these following is a ‘noun’?
A) monkey
B) run
C) friendly
D) hers
27. Which of these following is an ‘indeterminate article’?
A) in
B) on
C) an
D) en
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28. Which of these following is a ‘determinate article’?
A) so
B) the
C) tea
D) and
29. Which of these following is a ‘personal pronoun’?
A) good
B) table
C) to
D) we
30. Which of these following is an ‘auxiliary verb’?
A) to buy
B) to drink
C) to have
D) to look
31. Which of these following is a ‘regular verb’?
A) he works
B) he writes
C) he will
D) he would
32. Which of these following is an ‘adverb’?
A) off
B) on
C) of
D) now
33. Which of these following is a ‘Noun’?
A) an elephant
B) to go
C) seriously
D) the
34. Which of these following is an ‘irregular verb’?
A) To sign
B) To describe
C) To weight
D) To catch
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35. Which of these following is a ‘possessive’?
A) possession
B) she
C) hers
D) position
36. Which of these following is a ‘conjunction’?
A) so
B) as
C) an
D) and
37. Which of these following is an ‘adjective’?
A) pen
B) big
C) pig 
1.1.1 put
38. Which of these following is a ‘preposition’?
A) his
B) in front of
C) fat
D) sugar
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Appendix ill g: Answer Sheet
Answer Sheet Paper
Column 1 Column 2 Column 3 Column 4 Column 5
L1 Knowledge of Use of Grammar Reading Motivation LLS
Grammar 01-36 Q 1-19 0  1-27 0  1-22
Q1-38
A A C
1. ... 1. ... 1. ... 1. ... 1. ...
2. ... 2. ... 2. ... 2. ... 2. ...
3. ... 3. ... 3. ... 3. ... 3. ...
4. ... 4. ... 4. ... 4. ... 4. ...
5. ... 5. ... 5. ... 5. ... 5. ...
6. ... 6. ... 6. ... 6. ... 6. ...
7. ... 7. ... 7. ... 7. ... 7. ...
8. ... 8. ... 8. ... 8. ... 8. ...
9. ... 9. ... 9. ... 9. ... 9. ...
10. ... 10. ... 10. ... 10. ... 10. ...
11. ... 11. ... 11. ... 11. ... 11. ...
12. ... 12. ... 12. ... 12. ...
13. ... 13. ... 13. ... 13. ... D
B 14. ... 14. ... 14. ... 12. ...
14. 15. ... 15. ... 13. ...
15. ... 16. ... 16. ... B 14. ...
16. ... 17. ... 17. ... 15. ... 15. ...
17. ... 18. ... 18. ... 16. ... 16. ...
18. ... 19. ... 19. ;.. 17. ... 17. ...
19. ... 20. ... 18. ... 18. ...
20. ... 21. ... 19. ... 19. ...
21. ... 22. ... 20. ... 20. ...
22. ... 23. ... 21. ... 21. ...
23. ... 24. ... 22. ... 22. ...
24. ... 25. ... 23. ...
25. ... 26. ... 24. ...
26. ... 27. ... 25. ...
27. ... 28. ... 26. ...
28. ... 29. ... 27.
29. ... 30. ...
30. ... 31. ...
31. ... 32. ...
32. ... 33. ...
33. ... 34. ...
34. ... 35. ...
35. ... 36. ...
36. ...
37. ...
38. ...
Please, complete the other side of this paper.
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The human factor and the development of a second language Appendices
All results will be kept confidential and will only be used for this research project.
Personal Information
In order to classify your answers and make the statistical comparison would you mind tell us:
1. Your name; ........................................................
2. Your age: ...........................................................
3. Your gender: .....................................................
4. Your nationality:................................................
5. The language programme attending: Full time undergraduate Q  Part time associate Q
6. The language/s you speak in addition to English:................................................................
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Appendix IV  d: Item Analysis on the ATW -  Use of Grammar
The Use of Grammar
To
D Omited tal Disc DQuest
IB
Correct DifFp q = (l-p)
0.83 0.17
2C 0.29 1.00 0.00 0.00
3A 7 0.57 0.83 0.17 0.14
4C 0.71 0.75 0.25 0.19
5-C 1.00 0.00 0.00
6-B 0.83 0.17 0.14 :
7C 0.86 0.67 0.33 0.22
SB 0.92 0.08 0.08 ;
9B 0.50 0.50 0.25
10-A 7 0.14 0.75 0.25 0.19
11-C 0.67 0.33 0.22
12D 0.257 -0.14 0.75 0.19
13-A i l :  0.43 0.75 0.25 0.19 :
14B 0.67 0.33 0.22
ISA 0.43 0.92 0.08 0.08 i
16A 7 -0.29 0.67 0.22 :0.33
17D 0.92 0.08 0.08 ;
ISA 1.00 I 0.00 0.00
19C 0.75 0.25 0.19
20A 0.75 0.25 0.19
21A 0.19
22C 0.58 I 0.24 :
p.273
1 0 2 2 ! 1 1 ! is i
0.17 0.14i 23A 6 6 I 1 1 : 1 7 I  0.29 1 0.83
r 1 4 __ ! 4 i 1 :5
24A ! 7 7 i7 0.71 0.75 i 0.25 10.19
1___ 2___ 2 I 1 2 i  ^5 1 I I
....25B..... [..._^ _7 7 1 J 7 0.57 i 0.83 i 0.17 i 0.14
i___ 3 1 . 3 i 1 : J 5 i i :
26B i 6 6 1 1 7 0.43 0.75 0.25 10.19 ;
....3 I 3 1 1 i 5
27A 3 3 4 i 7 0.14 0.42 0.58 0.24 1
! 2 2 I 1 2 I ■5
......28D ....... 7 7 : :7 0.43 i 0.92 0.08 0.08 :
4 1 4 ; :5
29C 6 1 i 6 ! 7 0.43 1 0.75 0.25 0.19 ‘
__3 1 3 2 : is !
30A 2 2 1 i 1 3 : 7 0.14 0.25 0.75 0.19 i
_ 1 ... 1 J..... 4 :__ 5
31D 5 2 5 i 7 0.57 0.50 0.50 0.25 I
1 2 2 1 i is
32D 7
Î
7 ■ 7 0.57 0.83 0.17 0.14 :
3 2 3 ; i 5
33C 7 i 7 7 0.29 1.00 0.00 0.00 !
5 ____LL_. 5
34A __^  _ 6 I 1 7 0.29 0.83 0.17 0.14 1
4 4 1 1 5
35D ... 7 7 1______ i7 0.43 0.92 0.08 0.08 ;
4 1 4 ' 5
36C 6 .....:, 6 j 1 1 :7 0.14 0 92 0.08 0.08 ;
5 i 5 ! :5:
37A 6 6 1 ! i 7 0.29 0.83 0.17 0.14 i
4 4 I i__1 i5  i
Total= _^__ nSp = 5 51 :
Items N = 37 mean =; 27.67 (check);
n*mean
Subjects n = .. S l=  4.853407 = 332.00 KR-20= -0.14
p.274
Appendix iV  e: Item Analysis on the ATR
Omit r “ .............
: Correct A B c D I ed Total Disc D Diffp 1 q =  (i-p) p *q
6 i 1 6 ! ! 7 0.43 : 0.75 0.25 0.19
3 1 3 I 1 5
7 ..... 7 7__ 0.29 1.00 0.00 0.00
5 5 5
6 1 6 7 0.57 0 67 0.33 0.22
2 3 i 2 5
7 7 7 0.29 1.00 0.00 0.00
5 .... 5 .... 5
! _ . _ .J 6 .... 1.... 7 0.29 ; 0.83 ......0.17 0.14
4 4 1 5
I 7 ; 7 7 0.43 0.92 0.08 0.08
i 4 1 ’ 4 5
1 6 1 6 i 7 0.43 i 0.75 0.25 : 0.19
3 2 3 5
7 7 7 0.57 : 0.83 0.17 ! 0.14
3 3 1 1 ............ 1____ !____........
6 6 1 7 0.29 i 0.83 j 0.17 ! 0.14
4 4 1 i ; 5 i
6 __ 6 1 .....1 ....... 0.57 : 0.67 0 33 0.22 1
i____A  j 2 2 1 5
7 ..... 7...... 7 0.86 : 0.67 0.33 i 0.22
1 1 1 3 5 i
7 7 7 0.43 : 0.92 0.08 ! 0.08 i
4 1 4 5 1
7 7 7 1 0.43 i 0.92 0.08 0.08 i
4 4 1 1 5 !
6 6 1 7 0.71 : 0.58 0.42 1 0.24
1 ....1 3 1 1 5
......7........ ;....7...... i ......7 ......1 0.71 0.75 0.25 I 0.19
____ 2____ ....2... : 2 i 1 5
4 3 4__ I 7 0.29 0.50 i 0.50 : 0.25
2 3 2 5 1
6 6 ! 1 J ....... i 0.14 0.92 0.08 0.08
5 5 1 1 5
6 : 1 6 1 7 i 0.14 i 0.92 0.08 0.08
5 1 5 5 1
6 i 1 .... 6...... 1 ...1... [ .... 7........! 0.14 ! 0.92 ! 0.08 : 0.08 i
5 5 1 5 i
99 1 nZp = : 184.00 S(p*q)= ; 2.60 I
115.33 1 j
N =  f 19 imean = i 3333: 1 (check)
6 . 8 8
___ n = _ _ f 12 S l =  8 8 8 9 n*mean= 184.00; KR-20= 0.66 I
p.275
Appendix iV f: Item Analysis on L1 Knowledge of Grammar
L1 Knowledge of Grammar
Correct A B C D Omited Total DiscD Diffp q = (1-p) p *q
5 5 1 i 6 0.33 0.67 0.33 0.22
3 3 3 1 6
6 6 1 ^ 0.33 0.83 0.17 0.14
4 4 1 1 1 6
5 5 1 6 0.17 0.75 0.25 0.19
4 1 1 4 6
6 6 6 0.50 0.75 0.25 0.19
3 3 3 6
5 1 5 6 0.00 0.83 0.17 0.14
5 1 5 6
6 6 0.00 1.00 0.00 0.00
6 6 6
4 1 4 1 6 0.33 0.50 0.50 0.25
2 3 2 1 1  ^ 1
6 6 1 6 0.33 0.83 0.17 0.14
4 4 2 1 ^
6 6 1 6 0.00 1.00 0.00 0.00
6 6
6 6 1 6 0.00 1.00 0.00 0.00
6 6 1 6
6 6 1 6 0.00 1.00 0.00 0.00
6 6 6
4 4 1 1 1  ^ 0.17 0.58 0.42 0.24
3 3 1 2 [ 6
6 g 0l7
4 1 4 1 6
2
_
6 Ô33 ^
4 1 1 1 4 1 '
6 6 I 6 0.17 0.92 0.08 0.08
5 5 1 6
6 6 6 0.33 0.83 0.17 0.14
4 4 2 6
6 6 i 6 0.50 0.75 0.25 0.19
3 1 3 1 I 1 6
6 1 ! 6 6 0.50 0.75 0.25 0.19
3 2 i ' 1 1
6 6 1 6 0.33 0.83 0.17 0.14
4 4 2 6
5 5 ' 6 0.33 0.67 0.33 0.22
3 3 1 1 1 6
4 1 4____ 1 0.50 0.50 0.25
p.276
2 2 1 2 2 6
6 6 i 6 0.33 0.83 0.17 0.14
4 5 1 i 6
4 1 i 4 1 6 0.00 0.67 0.33 0.22
4 1 1 4 6
6 6 6 0.33 0.83 0.17 0.14
4 4 1 1 6
5 1 5 6 0.17 0.75 0.25 0.19
4 1 4 1 6
6 6 6 0.00 1.00 0.00 0.00
6 6 6
6 6 6 0.33 0.83 0.17 0.14
4 4 1 1 6
6 6 6 0.33 0.83 0.17 0.14
4 4 2 6
6 6 6 0.17 0.92 0.08 0.08
5 5 1 6
6 6 6 0.50 0.75 0.25 0.19
3 2 3 1 6
6 1 i . 6 6 0.33 0.83 0.17 0.14
4 1 1 4 1 6
6 1 6 6 0.17 0.92 0.08 0.08
5 1 h  1 5 1 6
6 6 1 I 6 0.33 0.83 0.17 0.14
4 4 1 1........ 6
5 1 5 6 0.83 0.42 0.58 0.24
0 3 1 1 j 1 6
6 6 i 6 0.33 0.83 0.17 0.14
4 4 ‘  1 ‘ 6
6 i i ^ 6 0.33 0.83 0.17 0.14
4 1 2 4 6
6 6 6 0.17 0.92 0.08 0.08
5 5 1 6 1
6 6 6 0 33 0.83 0.17 0.14
4 2 4 6_
6^ 0.17 ÔÔ8 0.08
5 5 j 1 6  !
6 6 6 0.50 0.75 0.25 0.19
3 1 3 1 1 6
98 nZp = 384.00 S(p*q) = 5.65
N = 40 mean = 31.42 (check) 1
n = 12 1 s,' = 5.751208 n*mean= 377.00 KR-20= 0.02
p.277
Appendix V: PRES Readability Formula Chart
H O W  T O  USE T H IS  C H A R T
T « k f « pencil (y fu l# f me COn. 
n *€ l YtKi» "W o/d» O ff Senienci"  
(■9 u rt ( le ll)  T*i|»i your " S y llit< n  
per 100 Weed»" ligur« |n ÿ » l). TK* 
lni»r lec i'on  0 ( lt>* per<i| or ruler 
«eilh c in l t r  line lAow t yowr 
" R iH iir ifl E w ' *  K or» .
W O R D S  PER  
S E N T E N C E
10
IS
20
25
3 0
.35
10
■15
20
25
3 0
35
R E A D IN G  EASE  
SCORE
r 100 100
V èry  Easy {  95 95
9 0 - îH ~ 9 0  i  
Easy •{ 85 85
► Very Easy
Fairly
Easy
•• Easy
8 0 -^ 3 0  i
75 # 7 5
,3:
70 —± r 70
Fairly
Easy
Standard 85 ~ 7[~ ■ 6 5  ^ Standard  
-0-6060
rt:
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r 50
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Î
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Î
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170
175
180
185
190
195
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